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ABSTRACT 
Thompson, Irene L. (M. S., Department of Education) 
THE UNGRADED PRIMARY AS AN ADMINISTRATIVE DEVICE 
Master's Report Directed by: Dr. W. Clement Wood 
The purpose of the study was to appraise the ungraded primary as 
an administrative device providing for individual differences of pupils 
through the media of instruction. The study was confined to Miller 
Elementary School, Dodge City, Kansas, where the ungraded primary has 
been in opera·tion for two years; however, the study includes reports 
from other schools having similar organizational plans . 
In order to obtain the desired informati on two questionnaires 
were prepared. The first questionnaire was used with the teaching staff 
of Miller Elementary School. The purpose was to gather information as 
to how the ungraded primary had helped each teacher, the strengths and 
the weaknesses of the organization, and suggestions as to its improve-
ment. Specific criticisms or wealmesses of the program were listed as 
(1) too many workbooks (the book list is prepared in the central office 
and pertains to all children in Dodge City), (2) grouping which tends to 
keep some children together too long, (3) graded structure of materials, 
(4) grade mindedness of teachers and parents, (5) parental reluctance to 
accept change, (6) mobility of children, and (7) the other schools' lack 
of understanding of ungraded philosophy. Most of the teachers suggested 
that the ungraded plan had (1) facilitated better grouping within the 
room, (2) removed pressure from children, (3) given children more time 
to mature and develop basic skills, (4) provided for individual differ-
ences in scholastic growth and development, (5) benefited both the slow · 
learner and the more gifted, (6) provided a framework in which indi-
vidualized instruction was possible, (7) motivated a more effe ctive 
reading program, and ( 8) prompted them to improve their teaching methods. 
Suggestions for t he improvement of the organizational. plan were (1) a 
continuous program of parent education, (2) further changes and a . 
refinement of the curriculum to nurture the philosophy of continuous 
progress, (3) teachers must continually challenge all pupils to use 
their potentialities, (4) continued appraisal of grouping and curriculum, 
and (5) the extension of the ungraded philosophy through t he intermedi-
ate grades. 
Replies to the second questionnaire were received from fifty of 
the fifty-four schools reporte~ to have an ungraded program. The results 
indicated the following: eight of the schools (16 per cent) have dis-
continued their .programs; nine schools (18 per cent) had this type of 
organization from one to four years; eleven schools (22 per cent) had the 
ungraded plan from five to nine years; sixteen schools (32 per cent) had 
been organized on this basis from ten to fourteen years; three schools 
(6 per cent) had been organized from fifteen to nineteen years; two 
schools (4 per cent) had been in operation from twenty to twenty-four 
years, and one school failed to report the length of time for its program. 
In regard to the benefits of the ungraded primary for the child, 
the following were considered to be important by the respondents: 
(1) provides for individual differences, (2) allows child to progress at 
own rate, (3) avoids retent ion, (4) provide~ acceleration without skip-
ping, (5) provides individualized instruction, (6) makes possible 
philosophy of continuous growth, (7) increases success in reading, (8) 
removes grade barriers, (9) implements knowledge of child growth and 
development, (10) provides flexibility in grouping, (11) provides 
optimum achievement, (12) reduces frustration, (13) reduces needless 
repetition, (14) narrows span of ability level within a room, (15) reduces 
anxiety over r etention, (16) continues sequence of learning experi ence, 
(17) reduces discipline problems, (18 ) provides l onger bl ock of t ime for 
mstery of skills, (19) makes possible a more flexibl e curriculum, and 
(20) facilitates movement from one room to another. 
Teacher benefits include (1) greater teacher efficiency , (2) equal-
ization of teaching load, (3) better cooperation among tea chers, (4) re-
duced tensions, (5) better mental health, (6 ) promotion of team teaching, 
(7) broadened horizons, (8) individua i zat i on of tea ching, and (9 ) pro-
vision for individual counseling. 
Some of the factors which contributed t o t he failure of ungr aded 
plans were (1) lack of teacher cooperation and ent husiasm, (2) lack of 
parental understanding and support, (3) l ack of administrative support, 
(4) pupil mobility, (5) populati on growth, (6) too much categorizing of 
pupi ls, (7) problem of evaluation, and (8) re cor d keeping. 
The study of the ungraded primary as an adminis trative device f or 
meeting individual differences has revealed t hat most ungraded primaries 
are based on reading levels which r eplace grades one, t wo, and three in 
the elementary school. The philosophy of continuous progress i s t he 
basis upon which the ungraded primary operates. 
Extensive reading and investigation disclosed some general 
principles which should be prominent in the thoughts of educators who 
are interested in establishing an ungraded primary. An analysis of the 
responses on the questionnaires have substantiated the importance of 
t hese principles. These principles are actually inherent in the 
philosophy which under girds the ungraded primary. They are: 
1. there is a wide variation in the development rates of children, 
2. a time progress record of a pupil is more meaningful than 
grade classification, 
J. pupils who are slow in starting frequently make a satisfactory 
educational adjustment if give a longer period of time for 
development, 
4. competent teache r s know that a child six years of age by the 
calendar is no t necessarily age six mentally or socially, 
5. good work habits are promoted by successful effort and achieve-
ment in challenging tasks within the ran ge of individual 
abilities, 
6. discouragement, irreparable failure, social maladjustment, and 
unfair competition result in frustration, lack of interest, 
and undesirable compensatory behavior, 
7. if humuliation is avoided and self-respect is preserved, 
individuals may be aided in accepting their limitations, 
8. atti tudes toward learning activities which are developed in 
the primary area are likely to become permanent, 
9. administrative adjustments in support of individual instruction · 
promotes a higher standard of teaching, 
10. the teacher is held responsible for the optimal growth of each 
child, 
ll. the teacher should be encouraged to consider subject matter and 
skill in relation to t he development of each child, 
12. individual instruction and progress encourages both fast and 
slow learners to industrious effort, 
113. individual instruction promotes character ·building and whole-
some social attitudes, 
14. individualized instruction prevents pupils from being obscured 
in mass .promotion, and stimulates industrious effort on the 
part of each, 
15. repeated failure and grade retention are destructive, 
16. the good teacher finds ways of operating effectively in any 
setting, _ 
17. no administrative organization guarantees good teaching, 
18 . if t he goa~ of education is the development of the chi ld to 
the limit of his potential, then the school should see that 
each child acquires facility in all basic fundamentals in all 
fields, 
19. proper mental growth can be as painless and as natural as 
healthy physical growth, 
20. interest is a stronger educational incentive than force, 
21. success can be achieved in proportion to capacity and interest, 
22. the child is the focal point of the whole educational system, 
23. the individual child is as unique as his fingerprints, 
24. even a label cannot obscure the individuality of the child, 
25. children are done considerable harm by labels, 
26. a successful school involves both parents and teachers in 
formulating plans or changes in the school system, 
27. ·maintaining a balance in the curriculum is essential, 
28. every child has the right to learn, 
29. distinctiveness, individual worth, and freedom rise or fall 
together, 
JO. the child is constantly perceiving, behaving, and becoming. 
It would appear from t he results of the study on the wigraded 
primary school in practice at Miller Elementary School in Dodge City that 
it should be continued with focus on the improvement of inst ruction. I t 
is further recommended that the ungraded plan of organization be con-
sidered for the entire elementary school, grades one through six. 
It is apparent that the ungraded primary is no panacea f or probl ems 
of curriculum and instruction. The ungraded primary structure wi ll not 
automatically provide the ideal learning environment for which the s chool 
may be seeking. It is only an administrative device, but it is compati -
ble with continuous pupil progress, longitudinal curriculum dev~lopment, 
and integrated l earning. Since the merits of the ungraded primary out-
weigh the weaknesses and the problems involved, the ungraded primary can 
aad should be utilized as an administrative device to promote and encour-
age the improvement of instruction in providing for individual differences 
among children. 
This Abstract of about 1,800 words is approved as to content. 
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CHAPTER I 
INTRODUCTION 
In. every school system there are children who deviate from what 
has been called the 11 average 1t in physical stature, mental growth, social 
behavior, and emotional development. These children not only vary in the 
areas of growth and development, but in their home backgrounds and the 
varied experiences which they have had before that first day of school. 
Some may come from homes of biligu.alism, and/or families which are 
culturally different. They may not have heard a book read in the home 
or have had any magazines or books of their own. A few may not under-
stand English or be a0le to communicate effectively with teacher or 
their classmates. Many children have experienced inadequate food, lack 
of love and attention, and other physical and emotional discomforts. 
While some children have all the materi al comforts and conveniences of 
a modern home, others have very limited physical environments. These 
children with such wide variations in their experiences and cultural 
differences in their early childhood are expected to work together in a 
classroom and be molded into a group ready to meet the grade standards 
which have been established for the average child. How can this be? 
It is inherent in the philosophy of a democracy that every child 
is entitled to an. education to the very limits of hi s capacity. There-
fore, in a democracy, the schools are committed to the principle of 
educating all the people, regardless of race, religion, or creed. This 
is a big task and one tbat is most important if democracy is to attain 
its aim or goal of providing am. enlightemed citizenry with equal edu-
cationaJ.. opportunities for all. It is also committed to the task of 
provicaing for individual differences so that each may develop to his 
fullest potentiaJ.., regardless 0f any peysical, mental, or social 
inadequacy or limitation. 
2 
If education is a process of acquiring the lmowledge, skills, and 
standards of his culture, then each individual must be given the oppor-
tunity to acquire these skills and knowledge to the best of his ability, 
and to become a contributing member of his society. If this requires a 
longer period of time for some, and less for other individuals, the 
organizational plan of the school should provide for this variation in 
timing. Each child has his own individual time schedule and no amount 
of "•pushing" or 11pulling" is going to change his pattern of growth and 
development. 
The Educational Policies Commission of the National Education 
Association states: 
If the schools are to serve the needs both of individuals and 
of society, they must take account of human diversity and of the 
multiplicity of society's needs. To be universal, education mu.st 
be diversified. 
Every child is unique. Boys, girls, farm youth, city youth, 
suburban youth, rich children, poor children, the highly endowed, 
the slow learners, the adept, the clumsy, the timid, the frail, 
the strong--all have differing educational needs and differing 
potentials for which the schools must provide. 
. . . . . . . . . . . . . . . . . . . . . . . . 
A school program of high quality is one in which the curriculum 
makes possible, and the teaching and guidance make real, the promise 
of educational opportunity for each pupil.l 
lEducational Policies Commission, An Essq Qu.aJ..itz in Public 
Education (Washington 6, D. C.: National Education Association, 1959), 
P• 7. 
Therefore, it is important that the organizational plan of the 
school facilitates the growth and development of each individual to his 
potential capacity. 
I. THE PROBLEM 
3 
Significance of problem. As the modern school continues to 
improve and strive for excellence or quality in education, it will be 
attempting different organizational plans. Much has been said about the 
longer school day and the longer school year; however, Paul Woodring in 
his interpretation of excellence suggests that it may not require more 
1;ime, but better use of the time already available. It will require 
better teaching, improved curriculum, better methods of grouping, more 
attention to individual maturation and achievement, and better use of 
new technology now available.2 
The children who attend Mill r Elementary School of Dodge City, 
Kansas, come from many backgrounds with the majority of them coming from 
poor socio-economic conditions. Since 12 per cent of the school popula-
tion are Negro and 37 per cent are of Mexican descent, one can readily 
see that there could be some problems of instruction. The modern term 
used to describe these children would be ttculturally different." In the 
words of John H. Fischer, Teachers College, Columbia University: 
If the modern school is to meet its responsibility it must take 
fully into acco'l:lilt the total range of ability, interest, and cultural 
background of the student body it is called upon to serve. Its job 
2paul Woodring, "The Meaning of Excellence, 11 Saturday Review-, 
44:51, April 15, 1961. 
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is to teach those who are unable, wiready, and unwilling, as well as 
apt and the academically oriented •••• Learning to work more 
effectively with retarded, reluctant, and unmotivated learners is 
very much a function of the modern school .3 
There are three major twentieth century innovations which have con-
tributed much to the realization that the traditional graded structure 
as an organizational plan for the elementary schools is inadequate in 
providing for individual differences. John I. Goodlad refers to these 
three major movements as 11the child-study movement," "studies relating 
to the effect of nonpromotion upon pupil achievement and adjustment, 11 
and 11 the shift from subject-centered to child-centered curri culum. 114 
The twentieth century has been an exciting period of experi-
mentation and educational change as authorities in the area of child 
growth and development emphasize the need for a transition from the 
graded, subject-oriented school to a modern school which incorporates 
these trends into an organizational plan which provides a more dynamic, 
.functional, realistic, and practical learning progra.m. This is vitally 
necessary to help children learn the techniques and skills for living 
in today's challenging world.5 
Because the function of school organization is to enable schools 
better to achieve educational objectives, the changes occurring in the 
nature of goals and program are slowly affecting organizational 
practices. The trend is toward greater flexibility; greater partici-
3John H. Fischer, "Schools Are for Learning," Saturday Review, 
September 17, 1960, p. 72. 
4John I. Goodlad, "Ungrading the Elementary Grades, 11 NEA Journal, 
44:170, March, 1955. 
-'Willard s. Elsbree and Harold J. McNally, Elementary School Admin-
istration and Supervision (New York: American Book Company, 19.59), p:7li2. 
5 
pation of teachers, pupils, and parents in establishing or modifying 
organizational features; and elimination of the graded concept in 
our elementary schools, with i ts machinery of promotion, marking, 
ability grouping, .sets of textbooks, graded courses of study, honor 
awar ds, and the like. There is a noticeable trend to assign 
te_achers for longer periods of ttme with the same group of pupils, 
and to classify children-within 11 divisions 11 ·rather than in grades.6 
Whether the promise of these trends will be realized will be 
largely determined by the vision, courage, arid intelligence of teachers 
and administrators in today's schools. Time will give us the answer to 
this probl~m. 
Statement of the probl em and purpose of ~he study. The problem 
is to appraise the ungraded primary as an admin_istrative device. The 
over-all purpose of this pape~ is to evaluate the ungraded primary as 
an organizational plan for meeting individual differences through the 
study of opinions and a summary of the fipdings of those involved with 
a primary school or ungraded plan. A specific purpose is to evaluate 
the ungraded primary organization now in practice at Miller Elementary 
School in Dodge City, Kansas. 
There is a great need for more studies and further research in all 
areas of grouping, but specifically in the realm of grouping t he under-
privileged and the culturally different child. "There is some evidence 
that cultural deprivation begins to exact its toll as early as the age 
of three. 11 7 Bilingualism may, also, be a fact or in the 'slow development 
6Ibid., PP• 142-143° 
7Maurice J. Eash, 11Grouping: What Have We Learned?" The Education 
Digest, 27:27, September, 1961. 
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of children 'Who are culturally different. Heffernan has suggested: 
The presence in the school of children who speak a language other 
than English is thus a challenge to the teacher •••• The teacher 
must me aware of the difficw.ties a bilingual child faces in school, 
not only in understanding and using English; but in making satis-
factory social adjus~~ent because of his inadequacy in speech •••• 
Time must be allowed for the child to hear the new language many 
times, to listen attentively, to imitate, and finally to feel secure 
enough to speak spontaneously. All this requires time and patience, 
the provision of many rich experiences, and the creation ef many 
opportunities for children to practice speaking the new tongue.~ 
Limitations and scope. There are man,,y forms of grouping and 
varied procedures for meeting individual diffe:irences, but this report 
will deal o~ with the ungraded primary as an administrative instruc-
tional device for meeting individual differences. 
A .further limitation is that the study will be confined to Miller 
Elementary School in Dodge City, Kansas; however, reports will be 
included from other schools having similar plans. 
Since the ungraded primary pl of organization has been in 
operation only two years at Miller Elementary School available statis-
tical evidence will be limited. 
II. DEFINITION OF TER111S USED 
The ungraded -primary. This term, as considered in this paper, 
will be used to denote the organizational plan based on reading levels 
which replace grades one, two, and three. The following are the levels 
of reading which make up the ungraded primary program: Level 1 - Readi-
SHelen Heffernan (ed.), Guiding the Young Child (Boston: D. c. 
Heath and Company, 1951), p. 105. - --
1 
ness; Level 2 - Pre-Primer; Level 3 - Primer; Level 4 - First Reader; 
Level 5 - Second Reader, Levell; Level 6 - Second Reader, Level 2; 
Level 7 - Third Reader, Level 1; Level 8 - Third Reader, Level 2. Some 
schools use the terms lower and upper to designate the difference in 
Second Reader, Level 1 (~) and Second Reader, Level 2 (22 ) or Thi rd 
Reader, Level 1 (31 ) and Third Reader, Level 2 (32). Others use the 
terms easy and difficult to designate the different levels of the second 
and third reader. 
Continuous progress. This refers to the cont inuous growth of the 
child which allows him to achieve at his own rate of speed eliminating 
failure or repetition of the same material. 
Culturally different . Children who because of their race or 
ethnic group and socio-economic conditions do not have the same advan-
tages available to other children are cons i dered as culturally different . 
These children may come from homes of bilingualism. 
III. PROCEDURES USED IN PREPARING THE STUDY 
Questionnaires. Two questionnaires were used for purposes of 
evaluation. One was developed to evaluate the present program at Miller 
Elementary School in Dodge City, Kansas.9 A second questionnaire was 
developed and sent to fifty-four school systems reported as having 
ungraded primaries to obtain reactions and opinions.10 Fifty, or 
9Appendix A, p . 102 . 
lOAppendix A, P• lOJ. 
93 per cent,of the schools contacted responded. Eight of these schools 
reported that their ungraded plans had been discontinued. 
The first questionnaire was admmistered to all primary teachers 
at Miller Elementary School in Dodge City, Kansas. The teachers were 
given an opportunity to write their reactions to the ungraded primary 
in view of their e:xpectations, experiences with pupil achievement and 
attitudes, parental relations, and desired outcomes. They were asked 
to make suggestions and to give criticisms. 
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The school systems which responded to the other questionnaire 
were to record the attitudes and reactions of the school people involved 
in using this admLnistrative device. The information desired concerned 
the strengths and wealmesses of their plans, the number of years the 
plan was in existence, and if discontinued, the reasons and problems 
involved which caused the failure of the program. 
Interviews. Reactions of the parents were obtained through 
interviews conducted by the teacher at the time of the parent-teacher 
conference. In addition to the interview several parent study groups 
discussed the strengths, weaknesses, and problems involved in the pro-
gram. 
Observations. The teachers were asked to observe pupil behavior, 
attitudes, school achievement, study habits, social acceptance, and 
emotional growth of the children who had taken the fourth year of the 
primary school. This will be an annual project for evaluating 
pupil· growth in terms of the ungraded primary as an· administrative 
device. Inferences and generalizations will have to be used instead of 
drawing definite conclusions based on statistical evidence. 
IV. METHOD USED IN REPORTING THE STUDY 
9 
This report is presented in five chapters.· Chapter I is an 
introduction to the study which states the problem and its significance, 
the purpose 0f the study and its limitations, the definitions of terms 
used, and the procedures involved. Materials pertinent to the subject 
and a survey of other experiments with ungraded plans are reviewed in 
Chapter II. The organizational procedures used, problems to solve, 
objectives to achieve, and the planning necessary in initiating and 
conducting an ungraded primary as instigated at Miller Elementary School 
in Dodge City, Kansas, are discussed in Chapter III. Chapter IV is a 
summary of the results of the questionnaires and their interpretation. 
A summary of the pertinent data, generalizations, and recommendations 
concerning the improvement of the ungraded primary at Miller Elementary 
School in Dodge City, Kansas, are included in Chapter V. 
CHAPTER II 
REVIEW OF MATERIALS 
Introduction. 11It has long been an article of faith in America 
that public education, if universal and excellent, would help immeasur-
ably to eradicate social ills, elevate the tenor of human life, and 
strengthen democracy. 111 Today, more than any other time in t he history 
of education, the theories of learning and the goals of education for 
an individual living in a democratic society a~e being challenged and 
tested. What is truth? What is knowledge? Educators now stand at the 
crossroads. They must determine and evaluate the past in terms of the 
present and the future. The challenge of the sixties arid the post-
sputnik era is to seek through the means of action and scientific 
research the best methods of instruction,. organizational plans, and 
provision for individual differen es. 
Greek mythology tells us of the cruel robber, Procrustes (the 
stretcher). When travelers sought his house for shelter, they were 
tied onto an iron bedstead. If t he traveler was shorter than the 
bed, Procrustes stretched him out until he was the same length as 
the bed. If he was longer, his limbs were chopped off to make him 
fit. Procrustes shaped both short and tall until they were equally 
long and equally dead. · 
Certain time-honored practices of pupil classification, while 
perhaps not lethal, trap school-age travelers in much the same 
fashion as Procrustes' bed trapped t he unwary. These practices 
are concomitants of our graded system of school organization. 
First a certain amount of progress is held to be standard for a 
year's work. Then, the content of the work is laid out within 
the grade, to be 1covered1 and, to a degree, •mastered.' The 
slow are pulled and stretched to fit the grade. 
lEducational Policies Commission, An~~ Qualit~ in Public 
Education (Washington: National Education Association, 1959, p. 26. 
ll 
Sometimes, because their God-given limbs lack enough elasticity, 
they are 'nonpremoted1-left behind, where presumably another year 
of stretching will do the trick. The quick are compressed and 
contracted to fit the grade. In time, they learn to adapt to a pace 
that is slower than their natural one.2 
I. BACKGROUND FOR UNDERSTANDING 
Goals of education. All institutions have expressed or implied 
goals which establish the direction and often the tempo of their move-
ment.3 In thinking of the educational program and the framework within 
which it operates, the matter of goals ranks high in importance. Goals 
are the expression of the hopes and del!_ires of an educational program 
and should reflect the values that society holds for the boys and girls. 
Learning activities spring directly from t hese goals. The organizational 
plan of a school should be a direct outgrowth of the educational goals 
and goal activities. The organizational plan does not determine the 
activities, but the activities an goals determine the type of organiza-
tion. Organization should be a fixed, static structure; it should be 
a flexible, dynamic structure.4 The establishing of goals and objecti ves 
should be derived from the culture and reflect our national goals. Pur-
poses and goals for schools should be in accordance with democratic con-
cepts which emphasize the unique nature and value of each individual 
2John I. Goodlad and Robert H. Anderson, The Nongraded Elementary 
School (New York: Harcourt, Brace and Campany, 19.59), p. l. 
3National Elementary Principal, Elementary School Organi zation, 
Purposes - Patterns - Perspective (Washington: National Elementary 
Principal, 1961), P• 5. 
4Toid., P• 7. 
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in a dynamic society.5 
The job of elementary education is not to convert the low horse-
power child into a high ho~sepower machine, nor is it to promote 
senseless races between the two. The real job is to keep both 
tuned and operating at top-level efficiency and then to clear the 
road blocks so that each may proceed at his unique and appropriate 
pace.6 
Learning. The importance of learning is shown by the vast 
amount of literature written concerning the problems involved in the 
learning process. The Association for Supervision and Curriculum 
Developrent has taken the mulUdisciplinary approach in t he booklet, 
New Dimensions in Learning. The biological, social, and psychological 
forces which influence learning and concept formation are presented as 
the mu.ltidisciplinary approach.7 
Another contribution by the Association for Supervision and 
Curriculum Development is Learning More About Learning as a key to 
curriculum improvement. New ideas about personality theory and its 
implications for curriculum development, anthropology and learning, 
the communication revolution and learning, believing and behaving, and 
perception and learning are presented by scholars in the related fiel ds. 
Ideas to consider are: 
If growth involves freeing the child to learn, then the teacher's 
role is more than that of a st:ilnu.lator. 
'Ibid., p. 8. 
6ooodlad and Anderson, 2E_. ill•, p. 28. 
7wa1 ter B. Waetjen (ed.), New Dimensions in Learning: A Multi-
disciplinary Approach (Washington: Association for Supervision and 
Curriculum Development, 1962), p. 96. 
If it is true that learning is an internal process, then t he 
teacher must be concerned with more than content and arrange-
ment of the environment. 
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Are teachers translating assumptions they verbalize into ~heir own 
behavior? If not, what are the pressures that keep them from . 
doing so?, 
A problem of providing a safe and challenging environment: 
this may be different for different children.8 
Freeing capacity to learn. That underdeveloped capacity to learn 
is an area in need of study and research is the basic contention of free-
ing capacity to learn. The implications for curriculum and instruction 
are many. Some of the aspects discussed are "culture and capacity," 
"those who can but don I t," and the "mentally retarded. 11 11 Capaci ty is not 
so much thought of as achievement but rather as potential. 119 A kind of 
current oversimplification relating ·to education may be noted in the 
preoccupation of some persons with the labels on the 11 jars" in the 
"curriculum pantry" rather than with the contents of the "jars" them-
selves.10 "lJTe rush to grouping; we rush to tracking systems; we rush 
to more of the same things-great~r quantities, making it harder-as 
though these are necessarily the best solutions for our probl ems. 1111 
There seems to be a mistaken assumption t4at having reached a common 
agreement on the fundamentals, and on the basic goals of a program, 
8Alexander Frazier (ed.), Learning !bout Learnin' (Washington: 
Association for Supervision and Curriculum Development, 1959, p. 75. 
9Alexander Frazier (ed.), Freeing Capacity to Learn (Washington: 
Association for Sup_ervision and Curriculum Development, 1960), P• 2. 
lOwal ter B. Waetjen (ed.), Variability and Learning (Wash-
ington: Association for Supervision and Curriculum Development, 1961), 
P• 3. 
llFrazier, Freeing Capacity Learn, 2,E,• cit., p. 4. 
that it is essential to have identity of content, methods, instructional 
materials and a single standard of achievement for all. The basic goals 
would appear to lend far more support to variety than they do to identity 
in teaching and learning. Too many voices today are heard advocating an 
identical educational program for all, and are doing so in the name of 
individualism112 
The problem of learning has received considerable publicity 
recently. 1tThe reason 'why Johnny can I t read' these days is quite likely 
to be a matter of readiness, or maturi ty, coupled with unreali stic 
expectations, rather than low intelligence or ineffective teaching, 11 
stated Brinkman.13 One phase of the study of learning involves t he 
child who is reluctant to learn because he has had few of the experiences 
enjoyed by most children. The term "culturall y deprived" is used to appl y 
to the child who lacks enough of the opportunities and advantages normally 
available to most American chil en and is, therefore , unable to make 
satisfactory progress in a typical schooi.14 Eash states that there i s 
some evidence that cultural deprivation begins to exact its toll at an 
early age. At the age of three the unfavorable influences already begin 
to weigh heavily upon the child. Some have suggested that these cul-
turally disadvantaged children should start to school two years earlier 
12waetjen, lc:>c. cit. 
13Albert R. Brinkman, ttN0w It's the Ungraded School," The PTA 
Magazine, June, 1961, p. 25. 
14Charles Mitchell, 1tThe Culturally Deprived--! Matter of Concern," 
Childhood Education, May, 1962, P• 4l3. 
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in order to compensate for this intellectual. impoverishment which they 
suffer.15 Thus, it would seem that the research design should take into 
account such factors as learning in its broadest sense; longitudinal 
achievement studies; pupils' attitudes and values; influence of grouping; 
and individual differences among teachers in their classroom performance. 
Promotion nonpromotion. Trends in promotion policies were 
smmnarized in the early fifties by Goodlad. Research showed that non-
promoted children tend to continue to make poor progress , that they are 
often doing less well than slow learners who were promoted, and that the 
failures often have social problems. He, also, urged that promot ion 
policies be individual rather than system-wide and that they be temper-
ate .16 Otto, on the basis of the research he examined, found nonpro-
motion policies at least partly outmoded and stated that such polici es 
might even serve to lower academic standards.17 In a number of elemen-
tary schools of recognized excellence, well over half of the superin-
tendents favored continuous promotion except under highly unusual cir-
cumstances.18 Shane suggested that retention should be a last resort , 
that causation as well as the mere fact of poor progress needed to be 
15Maurice J. Eash, "Grouping: 'Wbat Have We Learned?" Educational 
Leadership, April, 1961, p. 432. 
l6John I. Goodlad, ttResearch and Theory Regarding Promotion and Non-
promotion,ft Elementary School Journal, 53 :150-155, November, 1952. 
17H. J. otto, ttGrading and Promotion Policies," NEA Journal, 
40:128-129, February, 1951. 
18Harold G. Shane, "Promotion Practices Follow Sound Psychological 
Principles, 11 Nations Schools, June, 1952, PP• 59-60. 
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considered, and that academic progress in any one given year was an 
insufficient basis on which to retain a student.19 Most of the early 
studies of the effects of nonpr©motion on achievement agree closely in 
their findings:. children do not learn more by repeating a grade but 
experience less growth in subject-matter achievement than they do when 
promoted. In these studies, a number of nonpromoted children did show 
reasonable growth in achievement during the repeated year. But, to 
offset this, a much larger percentage actually did worse on achievement 
tests after a year of repetition than they had done before. Therefore, 
according to Goodlad and Anderson, the argument that nonpr omoti on may be 
justified because it usually raises achievement must be r ejectBd. 20 
11It seems reasonable to conclude that there is a potential danger 
of social and personal maladjustment for the nonpromoted child, ••• ; 
but can a case be made for the academic gains made by children who repeat 
a grade? 1121 
Contrary to some earlier studies, a dissertation by Coffield, 
based on data from 53 Iowa schools, indicates t hat repeaters did 
make significant academic gains in the grade repeated, although the 
accelerated rate of gain did not persist in later grades. Lobdell 
reported a study in New York in which children who repeated a 
grade, especially when underage, were subsequently more success-
ful when they were selected and studied beforehand with scrupulous 
l9Harold G. Shane, "The Promotion Policy Dilemma," Journal, 
October, 1953, PP• 411-412. 
20Goodlad and Anderson, ~• cit., p. 35. 
2lchester W. HaITis (ed.), EncMlopedia of Educational Research 
(New York: The Macmillan Company, 19 , ), P• 428. 
care. Both studies support only the most temperate and cautious 
use of retardation.22 
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Among the many criticisms leveled at the elementary school today 
is the charge that it is devoid of intellectual standards for children; 
that it operates without the conviction that pupils should show evidence 
of academic progress; and that it has drifted into a soft pedagogy that 
permits yoimgsters to move from grade to grade on the basis of a 
nebulous doctrine of social. promotion.23 
The research on the effect of nonpromotion reveals the following 
findings: Children who are not :promoted do no better t han children 
of like ability who are promoted. Nonpromoti en practices do not 
reduce the range of specific abilities with which the teacher has to 
cope. The threat of nonpromotion does not cause threatened children 
t o achieve more than those who are not threatened. The failing 
(nonpromoted) child is more likely to quit ,school, t o be i n 
di fficulty with school authorities, to receive less satisfaction 
from his school work, and to be antagonistic. The nonpromoted 
child has greater difficulty in making satisfactory social adjust-
ments than the promoted child of the same ability. A review of 
these findings ·suggests that although slow-learning children profit 
significantly more from promotion than from nonpromotion, t his 
administrative device for deal ' ng with individual variation in 
learning and motivati on should never substitute f or more effecti ve 
planning and organizing of the educational program f or young 
children.24 
In summa:ry the arguments favoring promotion or nonpromotion seem 
to f it into four major categories: pupil achievement, pupil attitudes 
toward school, pupil social-personal adjustment, and t he teacher's vi ew 
of the school's function. 
23stuart E. Dean, "Pass or Fail? A Study of Promotion Poli cy," The 
Elementary School Journal, November, 1960, p. 86. 
24Harris, 2£• cit., p. 439. 
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Concept of individual differences. Lee and Lee contend that 
providing situations which encourage the maximum mental, physical, 
emotional, and social development of each child seemingly provides the 
best climate for mental development. The implications for education are: 
(1) we need to lmow all we can about individual children; (2) where 
special needs of a child--either mental, physical, emotional, or social--
are apparent, everything possible should te done to meet these needs; 
(3) we need to provide as rich an environment as is possible; and (4) 
this environment should differ somewhat for each child in relation to his 
discovered needs.25 The importance of providing for individual differ-
ences has also been emphasized by Bruner when he stated that one thing 
seems very clear: if all students are helped to the full utilization of 
their intellectual powers, we will have a better chance of surviving as 
a democracy in an age of enormous technological and social complexity.26 
Every child should finish his firs t year with a feeling of success and 
accomplishment so that he is eager to go ahead with the next school year, 
regardless of his rate of progress.27 Another writer has issued a 
rem:inder that children differ in a multitude of ways: i.e. they differ 
in sex, intelligence, cultural background, and in state of health, both 
25 J. Murray Lee and Dorris May Lee, The Child and His Development 
(New York: Appleton-Century-Crofts, Inc., 1958),p. 115.-
26Jerome s. Bruner, The Process of Education (Cambridge: Harvard 
University Press, 1960), p:-I. -
27Gertrude Hildreth, Readiness for School Beginners (Yonkers-on-
Hudson, N. Y.~ World Book Company, 19m-, P• 222. 
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physical and mentai. 28 The realization of the significance of individ-
ual differences is in evidence today as the modern school attempts to 
individualize instruction. Since the premise has been establ ished t hat 
all children are unique and seek different things from school, educators 
are attempting to place each child where he can do his best work. 29 
Anderson is concerned about t he plight of the slow child who is achiev-
ing below the level of most of his classmates. The slow child does not 
volunt~er! he cannot answer the questions, and he fails the tests. Yet, 
the slow chi1.d can le':rn. .f? fact he ___ can make e~cell~nt l?rogress, but 
not when he is being continually pushed beyond his l evel of ma stery. 
There are lessons that the slow chil d does learn. He learns that he is 
considered stupid by many people. He learns t hat he i s inadequate , and 
he learns to hate school. He sometimes becomes a truant or a del in-
quent.JO In the final analysis, the only answer to dealing with the 
individuality of a child is to teac him as an individua1. 31 
If we could eradicate the educational epi demics t hat conti nually 
sweep this country, we might not have a formula to propagandize , 
but we might develop a more integrated, intelligent, funct i oning 
individual who does not apol ogi ze for independent thought , who is 
not ashamed of the fact that he reads good books , who does not 
despair if he finds himsel f daring to t ake exception to t he 
ultimatum of the group •••• In fact, it is quite possible that 
28E;dgar S. Farl ey, "Teaching the Indi vi dual , " Educational Leader-
ship, November, 1959, pp • . 71-73. 
29carl H. Kumpf, ~social Promotion ••• A Misnomer?" The National 
Elementary Principal, May, 1961, P• 36. 
30aichard C. Anderson, ltThe Case for Non-graded, Homogeneous 
Grouping, 11 The Elementary School Journal, January, 1962, p. 194. 
31Farley, ~- cit. 
the day has come when all teachers sheuld be inoculated against 
fadism and groupitis and with their newly acquired immunity, from 
both within and outside the profession, would be free to seek 0ut 
the truth for themselves-wherever it might lead.32 
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Problem of Grouping. Stendler considers the manner in which the 
elementa:cy school is ·organized as a reflection of the philosophy of the 
seh00l and this philosophy determines the nature of the educational 
program.33 The Association for Childhood Education International has 
considered the problem of grouping in terms 0f growth and development in 
the classroom and in the whole school; how practices can be changed; the 
acceptance and rejection of children; what groups do for children; the 
materials and meth0ds for a good program; children who are newcomers; and 
the question of promotion or nonpromotion in the booklet entitled 
Grouping ••••• Problems Satisfactions.34 
In the pamphle~ Continuous Learning, the Association for Child-
hood Education International has s rized all the problems and explored 
different angles of the problem of providing for continuity in learning. 
Running through each phase, as the topics are discussed, can be seen 
many threads of common agreement which tend to summarize the background 
or underlying principles of the ungraded primary as an administrative 
device which provides for individual differences. The threads of common 
32virginia M. Axline, "Meeting the Crisis in Educational Leader-
ship Today," Educational Leadership, 14:330-336, 1957. 
33celia B. Stendler, Teaching~ the Elementary School (New York: 
Harcourt, Brace and Company, 1958), P• 520. 
34Association for Childhood Education International, Grouping ••••• 
Problems and Satisfactions (Washington: ACEI, 1953-1954), 39 pp. 
agreement seem te be emphasizing these principles: (1) continuity in 
learning is not guaranteed by any plan of scope and sequence designed 
for numbers of children as each child's cultural background must be 
understood; (2) continuity in learning is not a simple matter of what 
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to take up next in arithmetic or social studies, as it is a matter of 
concep t building, of attitude formation, of skill development, of 
personality integration at one and the same time; and (3) continuity in 
learning is not guaranteed by any administrative device mechanically 
applied. However, the job of planning for better continuity can be made 
easier if artificial barriers and pressures such as rigid application 
of grade norms and content to be covered are removed. These barriers 
should be replaced by opportunities for a teacher to lmow each child 
well, to work with him closely over a favorable length of time, and 
to work on problems of importance to the child in the setting in which 
he is gr0wing up. Learning that is not connected with better living in 
t he world of today, as well as the world of tomorrow, is too costly 
a luxury for these times.35 
Specifically, what can children learn from the gr oups in which 
they find themselves in a classroom? They may l ear n (1) t hat everyone 
has something to contribute to an ongoing project of the group, ( 2) t hat 
they are needed by their peers, (3) that every learner is also a teacher 
and that people learn from each other, and (4) that the teacher respects 
35Alice Miel (ed.), Continuous Learning (Washington: Association 
for Childhood Education International, 1951), 40 pp. 
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the talents of everyone in the class. Clausen stated that these above 
mentioned learnings are very important; however, it is also possible for 
them to learn (1) that the thi ngs they are able to do do not carry t he 
prestige that other talents do; (2) that they have two strikes ag~inst 
them whenever they are faced with a new learning task; (3) that t heir 
goal is to keep up with others no matter how difficult or impossible it 
is; (4) that they are second-class citizens; and (5) that people are 
segregated by virtue of a few skills which they bring with them t o each 
new classroom.36 It is hoped that teachers will be constantly seeking 
opportunities to enable children to work together in t he classroom. 
II. THE UNGRADED PRIMARY AS AN ADMINISTRATI VE DEVICE 
Among the most perplexing realities which continuously reoccur 
in the life of every teacher are the marked differences in achievement, 
intelligence, motivation, culture, xperiential background, physical 
growth, and social maturity which exist within any group of learners.37 
Trump believes that a democracy demands of its education both quantity 
and quality. He believes that quantity has been largely met as mos t of 
America's youth are in school and most classrooms have teache r s; however , 
the challenge of quality is now more difficult to mee t than ever. These 
achievements have been the result of constant eff orts to experiment, 
spurred by the desire to improve. Educators cannot rely on t heir 
J6Robert Clausen, "Grouping for Continuous Learning, 11 Childhood 
Education, April, 1960, p. 353. 
37Hugh V. Perkins, 11Nongraded Programs: What Progress?" Educational 
Leadership, December, 1961, p. 166. 
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laurels of achievement, but must continually be challenged to make the 
schoGls better as the superior school of today may be very inferior a 
decade from now. It is hoped that the recent criticism of education 
might stimulate imaginative research and developments which a.re aimed at 
improving the organization and instructional staff.38 
"New, creative approaches to elementary school organization mu.st 
be found," according to Stendler. New methods must not only provide 
for individual differences among pupils in achievement and among 
teachers in competency to teach different subjects, but must take into 
consideration the effects of the grouping upon the soci al and emotional 
development of the child.39 Cutts and Moseley believe t hat one good way 
to solve the problems of early admission is to avoid formal classification 
by grades in the first years of school. Under this plan, grouping remains 
flexible. The child can move on with the group in which he fits best on 
the basis of his physical and social development and school achievement.40 
The nongraded elementary school represents one promising 
pattern of organization in which each child is permitted to proceed at 
his own learning rate without the requirement that he achieve certain 
standards at specified time intervals. The nongraded school is more 
than a relabeling of classrooms as it demands careful staff planning to 
38J. Lloyd Trwnp, Images of the Future (Urbana, Ill.: Commissi on 
on the Experimental Study of the Utilization of the Staff in the 
Secondary School, 1959), P• 5. 
39stendler, 5!£• cit., p. 522. 
40Norma E. Cutts and Nicholas Moseley, Teaching the )right and 
Gifted (Englewood Cliffs, N. J.: Prentice-Hall, Inc., 1957, p. 107. 
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define goals and procedures. The emphasis should be upon groupings 
which facilitate socialization and development of a concept of adequaey.41 
Definition. An ungraded primary s chool is simply a plan whereby 
children beyond kindergarten age and below the fourth grade level are 
grouped together in classes which have no grade level designati on. I n 
Milwaukee, where the ungraded primary school has had its largest 
application, Kelly define d it as a 11plan whereby children of similar 
chr·onological age and social emotional maturity are kept together when 
administratively possible. 11·42 The administrative l abels , f i r st, second, 
and third grade are eliminated in such an arrangement. The three year 
course of study preceding the fourth grade becomes a more flexibl e 
program with fewer time limitations and fewe r crisis points at which 
time difficult judgment has to be rendered concerning pupil promotion. 
The typical child who enters an ungraded primary class following his 
promotion from the kindergarten s imply enters a classroom with no label 
except primary. For the next three (or more or less, depending upon his 
maturity and progress) years, he continues to l i ve and work in a cl ass-
r oom which has no label except primary. The dif ference i s l argely in 
the instructional procedures of the teacher who has no grade level 
expectations against which to pace herself and her only obl igat ion i s t o 
41Arthur W. Combs (ch.), Perceiving Behaving Becomin~ (Washington : 
Association for Supervision and Curriculum Development, 19 2), p. 247. 
42Florence C. Kelly, "Can Promot ion Practices Give Security to 
Children?" The Primary School (Washington: Association of Childhood 
Education International, 1952), P• Jl. 
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keep the youngsters moving along as fast as t hey are capable of 
moving.43 Goodlad and Anderson stressed that the nongraded pl~n is only 
a system of organization and nothing more; therefore, it is no panacea 
for problems of curriculwn and instruction. When the teacher understands 
what nongrading permits him to do, a door to more creative teaching in 
line with pupil realities will have opened to him. The elimination of 
grades is only the beginning as it merely opens the door to instructional 
possibilities that must be accounted for and dealt with in t heir own 
right.44 
History of development. The ·schools of today still have the same 
basic pattern of graded structure as was introduced in 1848 when it was 
predicted that this new organization (the graded structure) would -set t he 
pattern for fifty years to come. However, the schools were not always 
graded. According to Goodlad and Anderson both the district schools 
of the eighteenth century and the ·dame schools of the seventeenth were 
without grade classifications. In the former, children attended only 
when teacher and school moved to their district, picking up after a long 
time lapse where they had left off in their studies. In the dame school, 
children as young as three associated with children as old as ten, each 
child receiving twenty m:inutes or so of individualized instruction per-
43v. A. Stenberg, Director, 11The Ungraded Primary School," 
Encyclopaedia Britannica Library Research Service (Chicago: Encyclopaedia 
Britannica), P• 1. 
44aoodlad and Anderson, 3£• cit., pp. 59-60. 
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haps twice daily.-45 The appearance of textbooks, exerted an influence 
toward graded structure. Five major developments, each bearing upon 
graded structure, may now be placed in close juxtaposition: (1) the 
movement toward public, state-supported education; (2) the practical 
success and astonishing economy of the monitorial system; (3) the 
several ap~eals of German education as interpreted by American spokes-
men; (4} the call for trained teachers, answered in part by the founding 
of state-supported normal schools; and (5) the appearance of graded 
schoolbooks in all areas of instruction. 
The closing years of the nineteenth century and early years of the 
twentieth were marked by a number of experimental efforts to break down 
the established patterns of elementary school organization. The Pueblo, 
the Batavia, the Winnetka, and Dalton Plans were all attempts at 
breaking down the grade barriers and individualizing instruction. The 
twentieth-century philosophical and psychological thought, together with 
the new century's emphasis on educational experimentation, provided the 
environment for questioning established practices. The new child 
development point of view paralleled the development of research into 
the effects of many school practices. With this new emphasis on the 
child development point of view, the theory of continuous pupil progress 
emerged.46 
45Ib . d _1._., PP• 44-47. 
46rbid., pp. 48-53. 
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Philosophl• The whole philosophy underlying the ungraded primary 
tends to have a healthy effect upon teachers' attitudes and practices, 
as well as upon parents' expectations of pupil progress. The most 
important aspect of the whole plan is the effect it has upon the youngster 
giving himself a more desirable and hygienic point of view with respect 
to his own school progress in the early years.47 Elsbree and McNally 
remind teachers and parents that each ehild has his own "timetable" of 
growth, and that in mos t cases, i t does not conform to yearly or semi-
annual promotion periods. This has been due t o t he misconception of t he 
common growth levels which have been prevalent so l ong. A year of 
growth is quite a different t hing for each child, and certainly cannot 
be standardized. Teachers should devote t heir attent i on to impr ovi ng 
the quality of growth and experiences of t he pupils entrusted t o t heir 
care. The elementary school should be considered as a period of 
continuous progress for each child, but at each child ' s own indi vidual 
rate.48 
Through the use of the primary unit plan attemp ts are being made 
to eliminate grade le vel l i nes and to permit young children to pr ogr ess 
at their own- rates of growth. The program should be continuous and 
t here are no promoti0ns· or failures f or t he t hree year s. The re may be 
some shifting of children as their compet encies and capacit i es warr ant . 
47Robert H. Anderson , "Ungraded Primary Clas ses--An Administra-
tive Contri bution to Mental Health," Understandi ng t he Child, June , 1955 , 
P• 72. 
48willard S. Elsbree and Harol d J . McNally , Elementary School Admin-
istrati on and Supervision (New York: American Book Company, 1959), 
PP• 253-2.55:-
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The primary unit is based upon evidence that all children do not learn 
at the same rate; it, also, recognizes the fact that all aspects of a 
child's growth are important. Some of the factors involved in the success 
of a primary unit plan are: (1) teachers must possess a thorough knowl-
edge of the differences among children, (2) teachers must be willing to 
depart from the customarily accepted ways of teaching, (3) teachers 
must be willing to cooperate and work closely with one another in 
planning and evaluating, (4) the parents of children involved should 
devote sufficient time studying with the help of teachers in order to 
understand the advantages of the plan, and (4) such a plan cannot succeed 
unless teachers and parents understand and accept the philosophy under-
lying the plan.49 "The ungraded primary organization is not a method of 
teaching, but rather an administrative tool, designed to encourage and 
promote a philosophy of continuous growth."50 Smith and Dechant state 
that the underlying educational philosophy is to provide experiences 
leading to the continuous advancement of each child.51 
Basic characteristics. Hammond has taken a look at grouping 
practices and noted that in the 1950 1s there was a new interest in the 
ungraded classroom, especially at the primary level. Research and 
49Association for Supervision and Curriculum Development, Balance 
in the Curriculum (Washington: Association for Supervision and Curriculum 
Development, 1961), PP• 147-148. 
5C>i;,1orence C. Kelly, "Ungraded Primary School, tt Educational Leader-
ship, November, 1960, P• 79. 
51Henry P. Smith and Emerald V. Dechant, Psychology in Teaching 
.Reading, (Englewood Cliffs, N. J.: Prentice-Hall, Inc.-l, p. JBS. 
enthusiasm was directed toward the non-graded elementary school which 
stressed: (1) a wide range of individual differences, (2) the longi-
tudinal concept of curriculum develCi>pment, and (3) a nongraded scheme 
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of school organization that encouraged continuous pupil progress along 
the vertical lines of the curriculum.52 Good.lad considered two variations 
of the concept of nongrading as (1) differentiated progress for learners 
through subject-matter sequences which are relatively common for all and 
(2) those provisions of curriculum and instruction devised within the 
nongraded structure.53 Anderson describes an ungraded primary school 
as simply a plan whereby children beyond kindergarten age and below the 
fourth-grade level are grouped together in classes which have no grade 
level designation. The administrative labels of first grade, second 
grade, and third grade are el:il!linated in such an arrangement and the 
three-year course of study preceding the fourth grade becomes a more 
flexible program with fewer time l imitations and fewer crisis points 
at which difficult judgments or decisions about pupil promotion must be 
made. The teacher bas no grade level expectations . In most ungraded 
primaries the child's progress is measured prililarily by his progress in 
reading and a modified plan of homogeneous grouping based on reading 
progress has proved to be a very workable arrangement . The most 
important characteristic is that the sequence of learning experiences 
52sarah Lou Hammond, ''Let 's Take a Look at Grouping Practices," 
The Delta Kappa ~Bulletin, , Fall, 1961, P• 30. 
53John I. Goodlad, ''Promising Practices in Nongraded Schools," 
The Education Digest, October, 1961, pp. 8-9. 
is continuous. Individual standards are related to the potential of 
each pupil as he progresses.54 
30 
The National Education Association Research Division sunnnarized 
all primary units as having certain common characteristics. The purpose 
of the plan is to provide a program for continuous growth of the child, 
allow:ing him to progress at his own rate of speed and eliminating 
failure. Work is organized in larger units to provide opportunities for 
activities that will take care of varied abilities and levels of achieve~ 
ment. Teachers may or may not stay with the child for more t han one 
year, but careful records of t he child's progress and exper iences are 
kept so that the next teacher will know what the child s till needs. 
These units usually include kindergarten, or first grade, t hrough 
third grade, and the pupils are grouped on the basis of age, physi cal 
development, social maturity, reading and arithmetic skills, or some 
combination of these elements.55 
Plan of organization. Nongrading apparently grows out of di s-
satisfaction with some other related aspect of schooling. It may be the 
problem of prom0tion or nonpromotion or tryi ng to indi vi dualize instruc-
tion. According to several authorities the fol l owing words of advi ce 
concerning the organization of an ungraded primary are gi ven: (1) devel op 
54Robert H. Anderson, "Ungraded Primary Classes," The Education 
Digest, November, 1955, P• 48. 
55National Education Association Research Division, "Organization 
Plans in the Elementary School, tt (Washington: National Education 
Association, February, 1956), p. 7. 
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understanding first, (2) move toward non-grading a step at a time, (3) 
try to see an actual model early in the planning, (4) once a step has 
been taken, go all the way, (5) contiauous progress does not mean 
haphazard progress, (6) remember that non-grading is an organizational, 
I 
not an instructional, device, and (7) don't be afraid to experiment. 
Concepts of individ1:1ality, heterogeneity, continuous progress with each 
child moving at the rate that is best for him, must be hammered away at 
continuously.56 Other recommendations from these authorities· were: 
(1) pupils should stay with a teacher for a period of at least one year, 
(2) there should be a normal range of ability in each group, and (3) 
pupils should be grouped as closely as possible by chronological age.57 
In an ungraded unit there is no question of "failure. •t The child is 
always progressing according to his abilities. There are few crisis 
periods, few definite requirements, and few time limitations. The 
teacher can develop a program of work for each individual, taking him 
where he is and moving with him as rapidly as possible.58 
Common among research studies of nongraded or ungraded primaries 
is the attempt to relate children's progress to reading levels, which 
56John I. Goodlad, Fred E. Brooks, Irene M. Larson, and Neal Neff, 
II Reading Levels Replace Grades in the Non-Graded Plan, n Elementary 
School Journal, February, 1957, P• 256. 
57Ibid., P• 254. 
5~di th Dobbs, "The Ungraded Primary School, 11 Kansas Elementary 
School Principal, Spring, 1960, P• 23. 
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were determined largely from the basal readifig series used. Many schools 
are turning to the ungraded primary as a logical solution to the problem 
of adjusting beginning instruction in reading to boys and girls of 
differing physical, emotional, social, and mental development. The 
time limits for completing work are elastic so that children can advance 
through the primary at their own best learning rate. The ungraded 
primary may well be combined with a "reading levels" approach to 
instruction. In t his way continuous progress is assured.59 
Heyl reminded educators t hat there is no one best single method 
of organizing instruction that will perfectly meet the educational needs 
of all the children all of t he time. "We learn from our differences" 
is t he idea back of t he support of this re t urn to a modernized version of 
a one-teacher ungraded school. Those who know rural educ·ation know that 
there were certai n educational values in the one-tea cher country school 
that have never been duplicated · thin the scope and framework of moder n 
education. 60 "The school which offers each child opportuni ties to 
advance in learning t hings of importance to him and his socie ty, as he 
interacts selectively i n the school environment , i s char act er ized by 
variety in materials, activities, interpersonal relat ing. 11 61 
59J. Roy Newton, 11 Changing t he Basic School Organization, 11 p. 261 , 
Chan,ing ConceEts of Reading Instruction (New York: Schl astic Magazine, 
1961, Volume of the International Reading Associati on Confer ence 
Proceedings, J. Allen Figural (ed.), 292 PP• 
60Helen Hay Heyl, "Grouping Children for Instructi on, 11 The National 
Elementary Principal, December, 1958, P• 7. 
61Edna Ambrose and Alice Miel, Children's Social Learning (Washing-
ton: Association for Supervisi on and Curriculum Development, 1958), 
PP• 92-93. 
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Prerequisites for ! successful program. Certainly if schools are 
to be organized to promote the continuous progress of each pupil, instruc-
tion must become increasingly individualized. Teachers and administrators 
must learn to view each child in terms of his individual potential and 
rate of growth. The skills, knowledge, and understandings that are to be 
attained at each of the levels through which pupils progress should be 
determined. Instructional materials which contribute to the attainment 
of these goals must be more individualized. In addition, improved means 
of collecting and recording such evaluative evidence on pupil attainment 
must be developed so that teachers and administrators will have the 
necessary tools in making decisions about the advancement of individual 
pupils. 62 Individual differences are not only recognized, but they are 
accepted, respected, and provisions made for meeting them. If indi-
vidual differences are respected, methods of evaluating progress, and 
reporting to parents must be in keeping with instructional practices. 
The provision for different rates and patterns of learning in the class-
room is of little use if at periodic intervals growth is measured only 
in terms of a uniform standard for au .. 63 
The following items are those listed most frequently as contrib-
uting to the successful development of nongraded programs: (1) strong 
interest and desire on the part of teachers; (2) careful study by the 
62Robert F. Carbone, 11A Comparison of Graded and Non-graded Elemen-
tary Schools," The Elementary School Journal, November, 1961, p. 88. 
63tois Smith, 11 C0ntinuous Progress Plan," Childhood Education, 
March, 1961, p. 332. 
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staff of other plans in existence; (3) effectiveness ·of PTA and other 
public-relations channels; (4) staff concern about pupil retentions and 
related pupil-adjustment problems; (5) parent conferences and meetings; 
(6) special interest shown by teachers, supervisors, school adminis-
trators; and (7) continuous emphasis on parent education.64 Educators 
must break with tradition except where it fits. They should plan in the 
light of what they know and understand. Parents will lend their support 
to a school program they believe is in the best interests of their 
children. When they understand the education program, they have con-
fidence in their schools. 65 
Difficulties which may be encountered. Unfortunately the teaching 
profession has been in an educational rut. It seems committed to the 
graded organization with its lock-step curriculum and to heterogeneous 
grouping, both being major obstacles .to the solution of basic pedagogical 
problems. Resistance to change and intellectual myopia are odd character-
istics of a profession that honors the pursuit of knowledge and an inquir-
ing mind.66 The biggest stumbling blocks to the success of an ungraded 
program have been the 11 grade-mindedness 11 of some teachers and their 
reluctance to orient themselves to a more flexible pattern of operation. 
64.Jehn I. Goodlad and Robert H. Anderson, "The Nongraded Elementary 
School," NEA Journal, December, 1958, p. 642. 
65Helen Heffernan (ed.), Guiding the Young Child (Boston: D. C. 
Heath and Company, 1951), p. 250. 
66aichard H. Hart, 11The N ongraded Primary School and Arithmetic, 11 
The Arithmetic Teacher, March, 1962, pp. 130-131. 
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Other problems ar difficulties encountered in developing an ungraded 
primary are listed as (1) general problems of providing understanding to 
parents, (2) problems of retraining or orienting new staff members to the 
plan, (3) grade-level-expectation habits of parents, and (4) problems of 
designing an appropriate report card or reporting procedure.67 It 
should also be noted that the enthusiasm and the flexibility of teachers 
emerge as more critical factors than the attitudes of parents. 
Do you remember the story of Elizabeth Ann I s first day in a country 
school in Dorothy Canfield Fisher's charming book, Understood Betsy? 
Betsy, or Elizabeth Ann, had been in third grade in a graded city school 
before going to the country to live with relatives for a year. On her 
first day on the farm she is sent to the country one-teacher school. For 
Betsy, the idea that everybody takes a year to a grade, no matter what, 
is so fixed in her mind from her city school life that she is quite con-
fused when her new teacher assign her to read with two seventh-graders. 
She accepted her third-grade spelling assignment quietly. But when she 
found that she had been assigned to work with children doing second-
grade work she fell back in her desk with her mouth open. "What's the 
matter?" asked the teacher seeing her bewildered face. 11Why--why, 11 said 
Elizabeth Ann, 11 I don't know what I am at all. If I'm in second-grade 
arithmetic and seventh-grade reading and third-grade spelling, what grade 
am I?" The teacher laughed at Betsy's phrase. "Why, Betsy," she said, 
"you aren't any grade at all, no matter where you are in school. You're 
67Goodlad and Anderson, loc. cit. 
just yourself, aren't you? What difference does it make what grade 
you' re in? And what's the use of your reading little baby t hings too 
easy for you just because you don't know your multiplication table? 11 68 
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Expected outcomes. Some of the e;g>ected outcomes can be stated 
as (1) reduced tensions i n teachers and chil dren, (2) teachers more 
aware of pupil individuality, (3) parents have greater understanding f or 
the school, (4) children are happie r and better adjusted citi zens, and 
(5) individual adequacy replaces that of personal rivalry. 69 Other 
authorities have listed these outcome s: (1) new philosophy of continu-
ous growth, (2) promotion and nonpromotion will disappear, and (3) the 
doing away with grade barriers.70 Ot her achievements are (1) reduced 
number of children who lose a year or more of time in reaching t he 
seventh grade, (2) total achievement of nonaverage children is sl i ghtly 
higher, (3) higher teache r morale, and (4) less frict i on between teachers 
because of encroachments upon materi al reserved for the next grade.71 
The one characteristic of the ungraded primary or ganization and 
t he e;g>ected outcome men tioned most of ten by authorities was reduced 
6Bnorotby Canfiel d, Understood Betsy (New York: Henry Hol t and 
Company, 1916), 271 pp. 
69John I. Goodlad, "More About the Ungraded Unit Plan, 11 NEA J ournal , 
May, 1955, PP• 295-296. 
70virgil E. Herri ck, and others, The Elementary School , (Englewood 
Cliffs, N. J.: Prentice-Hall, Inc., 19,5bf,° p. 401. 
71John I. Goodlad and Robert H. Anderson, "The Nongraded Elemen tary 
School," NE:A Journal, December, 1958, P• 64J. 
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tensions which in turn creates a climate for better mental heal th for 
teachers and children. This problem has been stated by some as 11pushing11 
children; thus, creating many tensi0ns. Goodlad has reminded educators 
about the harmful effect, of these classroom pressures which are (1) pre-
packaged content, (2) inappropriate rewards, (3) coverage of subject 
matter, and (4) eternal standards. Any of these pressures can block 
children's learning. Standards which are perceived to be outside of 
learning itself are blocks to learning.72 Some of the questions facing 
educators are: (1) which pressures produce good results? (2) whi ch 
pressures cause children to retreat in defeat? and (3) what pri ce is 
paid for "toughening up the curriculum11 ?73 
Since reduced tension is desired, Keliher mentions some promi-
nent pressures to avoid and points out the differences between "pushing" 
and 11motivating11 : (1) pressure to begin earlier, (2) pressure to pare 
curriculum back to the three R's, ( ) pressure to return to X-Y-Z 
grouping or some version of it, (4) pressure to return to "real11 marks , 
and (5) pressure for subject-centered departmentalization. When children 
are freed to discover and to explore, they do not need a push from be-
hind.74 The "fencing in" technique works fine with cattle and sheep , 
72John I. Goodlad, ltPressures to Learn Can Be Blocks to Learning, 11 
Don't Push Me, Margaret Rasmussen (ed.) (Washington: Association for 
Childhood Education International, 1960), pp. 23-28. 
73Glad.ys Gardner Jenkins, "What Price Pressures?" Child.hood Edu-
cation, October, 1960, P• SJ. 
74Alice V. Keliher, 1tDo We Push Children?" Childhood Education, 
November, 1960, pp. 108~112. 
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but it often breaks down in working with people because people, being 
smarter than cattle or sheep, are always finding gates which we forgot 
to lock or climbing over the fences we have so carefully erected.75 
Instead of pushing children give them opportunities to be challenged and 
to become motivated by establishing a good 11 climate" for learning. 
Pressures have been increased because most adults have been educated to 
the need of intelligent and productive manpower in a democratic society, 
but their knowledge of children and how they grow and develop is inade-
quate. General principles to keep in mind concerning pressure s are : 
(1) constructive pressures are closely allied with other parts of 
learning; motivation and reward of satisfaction through ac hievement; 
(2) pressure put on as pressure alone will almost always fail; (3) 
external pressure is of little value; (4) motivation toward inducing 
inner pressure is much more effective and i nfinitely less in danger of 
backfiring; (S) motivation must have immediate childlike satisfactions 
and meaning when "the going gets hard"; ( 6) positive pressures bring 
best results: reward of success and satisfaction of achieveme nt; (7) 
i f surrounded with negative pressures, a child will either withdraw 
into himself or hit back; (8) creativity rarely develops from outward 
pressure; (9) children need to be helped to respond constructively to 
pressure, but they cannot do this if t hey are pushed beyond t heir depth , 
and they are not likely to do this if they THINK they are beyond their 
depth; (10) it is not pressure put on children that is needed but better 
7SArthur W. Combs, "Personality Theory and Its Implications for 
Curriculum Development," Learning More About Learning (Was hington: 
Association for Supervision and Curriculum Devel opment, 1959), p. 6. 
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positive motivation, and (11) ratmr than add to outward pressures upon 
boys and girls, we need to release them whenever possible.76 
Even though an expected outcome of the ungraded primary is 
reduced tensions, all pressure is not bad. There are appropriate as 
well as inappropriate pressures to learning. Somewhere along the 
educative and miseducative road that is life the learner must respond 
to compelling forces within him, forces seeking to repeat the satis-
factory experience of coming to know for one's self. Some basic 
changes needed include: (1) a concept of curriculum that better defines 
our freedoms (freedom is a disciplined thing), (2) a better understanding 
of the learner realities, and (3) a concept of learning embracing unlim-
ited expectancy for human creativity.77 
Educators must come back to the core question, "How do children 
learn?" According to Keliher, "Children learn best through rich experi-
ence woven into a tapestry whose design emerges as the many and varied 
threads of activity are tied together. 11 78 Combs believed that children 
learn through an appreciation of the idea that dignity and integrity are 
learned characteristics. This belief holds many implications which are 
central to the philosophical basis of the school and which permeates 
the entire operation of the schooi.79 Since learning may be augmented 
76Goodlad, loc. cit. 
77rbid. 
78Keliher, loc. cit. 
79Arthur W. Combs (ch.), Perceiving Behaving Becomin~ (Washington: 
Association for Supervision and Curriculum Development, 19 2), p. 215. 
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or hindered by the individual's concept of self, Combs has listed some 
practices which will enhance this self concept. These practices which 
provide the proper climate for developing the self concept are: 
Where humaR development in dignity and honesty is put first, and 
other goals subordinated to more realistic positi ons--
Where each child I s spiritual integri ty--his right to be--i s 
rec0gnized 
Where his individuality is considered an asset rather than a 
liability 
Where his genetic growth patterns are respect ed and used as a 
basis for teaching 
Where he helps to purpose and to plan 
Where he can act freely, lmowing t hose around accept him as he is 
Where he can make an error--or even do wrong, and no t l ose face 
thereby 
Where he can grow each day and lmow that he is growing 
Where he can hold his head up high and meet the others ' gaze 
Where he can make friends, enjoy other people, learn how to 
extend a hand to help 
Where he can learn the warm flood of gratitude that comes from 
being regarded with warmth 
Where he can venture into unknown worlds and stretch his wings 
to find new truths 
Above all, where he can experience success in subject matter, 
hwnan relationships and the discovery of self as a person 
of worth and digni ty--80 
"In such an atmosphere, strong selves will grow, facili tated and tem-
pered by the give and take, the struggle and the tol erance, t he failure 
and the success, lmowi
1
~g that dignity which comes from being well loved 
and well respected. 1181 
Advantages. Advocates for the ungraded primary plan report t he 
following advantages: (1) the slow-average groups stimulate the pupils 
SO:J;bid., PP• 2J2-2JJ. 
81Ibid. 
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who are at the upper level of the average to become pace-setters for 
their classmates; the top pupils in the fast-average group provide 
stimulation for others in their class, (2) new pupils about whom adequate 
infonnation is lacking may be placed in a slow-average class on a trial 
basis, (3) after prolonged absence, a pupil may be placed in a different 
group for a period of readjustment, and (4) pupils who show unusual 
progress may be shifted to a faster group or another leve1.82 Some of 
the educational advantages believed to be inherent in the ungraded primary 
plan. were summarized by Heilman in his remarks on reading groups: (1) it 
is easier to provide for the child's reading growth early in his reading 
career if one is not thinking of 11 grade level norms"; (2) t here i s likely 
to be less failure and frustration in the reading situation if there is 
less emphasis on comparison and promotion; (3) a teacher may stay with 
the same group of students two years or longer, which gives her an 
opportunity to know pupils better; (4) students ai"Ways work at the level 
on which they need instruction; (5) the slower learner will not repeat 
the first or second grade, but he may take four years to move up from 
primary level; (6) the plan is flexible in allowing pupils to cover some 
phases of learning quite rapidly when capable of doing so and giving 
them more time when it is needed; and ( 7) bright pupils would not skip a 
grade and possibly be deficient in some skill taught there; they would 
simply go through the entire primary curriculum at a faster rate .. BJ 
82Mary Jane Loomis, "The Right Child in the Right Classroom in the 
Elementary School, it NEA Journal, September, 1959, p. 18. 
83Arthur W~ Heilman, Principles and Practices of Teaching Reading 
(Col-wnbus, Ohio: Charles E. Merrill Books, Inc., 196Ij, PP• 131-132. 
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The implications of Carbone I s findings pertaining to the ungraded 
primary were: (1) it is not realistic to expect improved academic 
achievement and personal adjustment in pupils merely on the 'basis of a 
change in organizational structure, (2) the attainment of pupil achieve-
ment and gQod mental health is not a unique result of non-grading, and 
(3) any new form of school organization must be accompanied by appro-
priate adaptations in the instructional practices of teachers.84 
Another authority, Tucker, states that children are more relaxed in the 
ungraded primary and as a result of this make better progress in their 
studies. Teachers, also, have an increased awareness of individual 
differences and are -developing greater skill in meeting these challenges.85 
The ungraded primary, then, benefits all children. Gifted children are 
not allowed to underachieve, nor are ...slow learners frustrated by repeated 
failures. All children progress steadizy from level to level, each at 
his own rate.86 . 
Awraisal of plan. One difficulty of controlled research is that 
clear-cut models of gradedness and nongradedness are not avai~able. The 
traditional achievement tests are a further limitation as they are geared 
to the curriculum and the instructional practices of graded schools. 
84aobert F. Carbone, 11 The Nongraded School: An Appraisal, 11 
Administrator's Notebook, September, 1961, p. 4. 
85Marion B. Tucker, 11The Shoe Didn't Fit, 11 The Education Digest, 
September, 1956, p. 27. 
B~ary King Skapski, "Ungraded Primary Reading Program: An Objective 
Evaluation," Elementary School Journal, October, 1960, p. 45. 
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Hence, there is a great need for assessment procedures and instruments 
wholly compatible with the philosophy of the ungraded primary.87 
"Inquiry into the progress and the merit of nongraded organization will 
be facilitated by an increase in descriptive reports and by careful 
attempts at self-appraisa1.1188 
Reporting practices. The reporting of pupil progress in an 
ungraded primary is inherently no more complex than in a graded school, 
and can lead children and t heir parent s to have a far better understand-
i ng of themselves. The discovery of one's own potential, unconfused by 
the questionable standards t hat grades provide, can be an exciting and 
wonderful experience for a child. This experience is more likely to be 
found in a school where the teachers are not grade-minded. 89 The 
parent-teacher conference conducted in the school is the approa ch most 
universally advocated in the current l iterature on reporting, and is 
probably the most fruitful and effective means avail able. 90 In the l ong 
run, reporting serves no purpose more important t han enabling the child 
to better understand himself better and to be better understood, so that 
he may develop his potential ities to the maximum.91 
87Robert H. Anderson and John I. Goodlad, "Self-Appraisal i n Non-
graded Schools: A Survey of Findings and Perceptions," The Elementary 
School Journal, February, 1962, P• 268. 
88Ibid., p. 269. 
89ooodlad and ,Anderson, ~- cit., p. 140. 
90ibid., p. 123. 
91:tbid., p. 1J8. 
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Comparison .2f graded structure and ungraded plan. As late as 
1949 the nongraded school concept was virtually a professional secret. 
Even today it is u.nlmown to thousands of teachers and little understood 
by many more. In order to appraise the nongraded structure it has been 
compared with the graded structure on the basis of what might be termed 
"internal criteria"; that is, according to characteristics initially 
built into each and thus differentiating one from the other. In some 
instances, the differences can be seen to be merely differences in basic 
assumptions. 
Graded Structure 
A year of progress in subject mat-
ter seen as roughly comparable 
with child's year in school. 
Each successive year of progress 
seen as comparable to each past 
year or each year to come. 
A child's progress seen as unified: 
advancing in rather regular 
fashion in all areas of develop-
ment; probably working close to 
grade level in most subject 
areas. 
Specific bodies of content seen as 
appropri ate for successive grade 
levels and so labeled; subject 
matter packaged grade~by-grade. 
Adequacy of progress determined by 
comparing child 's attainment to 
coverage deemed appropriate to 
the grade. 
Nongraded Structure 
A year of school life may mean much 
more or much less than a year of 
progress in subject matter. 
Progress seen as irregular; a child 
may progress much more rapidly in 
one year and quite slowly in 
another. 
A child's progress seen as not uni-
form: he spurts ahead in one 
area of progress and lags behind 
in others; may be worki ng at 
three or four levels in as many 
subjects. 
Bodies of content seen as appro-
priate over a wide span of years: 
learnings viewed vertically or 
longitudinally rather than hori-
zontally. 
Adequacy of progress determined by 
comparing child's attainment to 
his ability and both to long-term 
view of ultimate accomplishment 
desired. 
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Comparison of gr~ded structure and ungraded primary (continued). 
Adequacy of progress determined by 
comparing child's attainment to 
coverage deemed appropriate to 
the grade. 
Inadequate progress made up by 
repeating t he work of a given 
grade: grade failure the ulti-
mate penalty for slow progress. 
Rapid progress provided for 
t hrough enrichment: encourage-
ment of horizontal expansion 
rather t han vertical advance-
ment in work; attempt to avoid 
moving to domain of teacher 
above. 
Rather inflexible grade-to-grade 
movement of pupils, usually at 
end of year. 
Adequacy of progress determined by 
comparing child 's attainment to 
his ability and both to long-term 
view of ultimate accomplishment 
desired. 
Slow progress provided for by per-
mitting longer time to do given 
blocks of work; no repetitions 
but r ecognition of basic -differ-
ences in learning rate. 
Rapid progress provided for both 
vertically and horizontally : 
bright children encouraged to 
move ahead regardless of t he grade 
label of the work; no fear of 
encroaching on the work of an-
other teacher. 
Flexible pupil movement: pupil may 
shift to anothe r class at almost 
any t~ne; some trend toward con-
trolling shifts on a quarter or 
semester basis . 
The ab_ove list is far from complete but it does reveal clearly that the 
values underlying the nongraded plan often differ markedly from and 
cannot be equated with values inherent in grading.92 The illustration 
depicted by Figure 1 will help to explain the difference between the 
graded and t he ungraded prnnary as it affects the individual pupil I s 
growth and devel9pment. 
If individual differences are respected, methods of evaluating 
progress and reporting to parents · must be in keeping with ._instructional 
practices. There seems to be little use in providing for different rates 




Figure 1. The ungraded primary evens out the huge steps between 
grades. Each child moves at his own pace up a series of smaller steps 
(levels) which still lead to the same goal-the fourth grade. 
Adapted from "The Ungraded Primary," School ~..anagernent, 
November, 1959, pp. 40-44 f. 
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and patterns of leam:ing in the classroom if at periodic intervals 
growth is measured only in terms of a uniform standard for all. Evalu-
ating techniques used are staDdard.ized tests, daily performance , cumu-
lative records of progress indicating a general pattern of growth, and 
teacher observation and judgment. In us ing standardized tests as one 
cri terion of progress, the results of achievement tests should be con-
sidered in relation to ability as measured by intelligence tests plus 
teacher jadgment. Reports to parents are given through written descrip-
tive reports and conferences. The evaluative. data gathered should be 
shared with each parent giving as true and comprehensive a picture of 
his child's progress as possible.94 
Curriculum implications. Whatever we may do in the years 
immediately ahead to serve better the gifted child, the average child, 
and the slow moving learner, it is important that people everywhere 
understand that more enriched programs are needed for all t he children 
and no t any one particular group.95 Good schools have an obligation to 
not only reflect the world, but ·to help each young person live in the 
world worthily and gracefully, and to beautify it somewhat . The school 
must attend deliberately, consciously, and conscientiously to t hose 
values which, by concensus, are honored as the criteria of human behav-
ior and .the embodiment of commonly held ideals.96 Therefore, the non-
94smith, ~- cit. 
95Heyl, ~• cit., p. 9. 
96John H. Fischer, "Curriculum Crossroads?" Curriculum Crossroads 
(New York: Bureau of Publicati ons, Teachers College, Columbia University, 
1962), P• 7 • 
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graded school is for those educators who would make use of present-day 
insights into individual differences, curriculum, and theories of 
personality, and who w0uld commit themselves to a comprehensive revision 
ef elementary education.97 
Grade level content rarely fails to thwart the best efforts of 
the slow learner, who regards arithmetic as a mysterious, incompre-
hensible studye Able learners, whose plight is no less serious, are 
bored with the repetition of skills and concepts mastered years ago. The 
pupils are compressed and contracted to fit the grade. · There is no 
•tsacred cow" of factual knowledge in prescribed sequence for the elemen-
tary schoel. There are, however, certain basic concepts to which spe-
cific knowledge relates. These concepts are relatively unchanging. 
They are replaced by new concepts from time to time, but at a relatively 
slow rate. With such concepts clearly in mind, teachers are free to use 
learner interests and community p roblems as supplementary criteria in 
choosing from a whole range of course content. They no longer teach 
under pressure to cover a specific boey of topics organized by grade 
levels when teaching in an ungraded unit. Teachers must be prepared to 
take a fresh look at curricullllll organization.98 
In ~very subject taught in the schools, important pioneering is 
needed • . The expansion of knowledge has made it utterly impossible for 
the schGol to deal effectively with any field simply by givi.ng children 
a summary awareness of it. Instead, it is important that the charac-
97aoodlad and Anderson, ~• cit., p. 216. 
98Goodlad and Anderson, ~• cit., p. 214. 
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teristic structure of each field be analyzed more effectively as to the 
peculiarities of the discipline by which it, i s built, the distinctive 
nature of each subject as a unique "way of lmowing. 11 Psychologists may 
shed light on concept development, and the instructional specialists 
may devise teaching techniques, but in dealing with the distinctive char-
acter of mathematics or history or physical sciences, only the subject 
specialists can make the necessary structural ·analyses and provide many 
of the materials that are needed. "In pedagogy itself, a field no less 
art than science but clearly both, vast opportunities are open for 
exploration and development. 1199 
III. ACTION RESEARCH 
Probably the most important characteristic that differ entiates 
action research from the more casual inquiry is t hat evidence is 
systematically sought, recorded, and interpreted. Every kind of 
research involves accumulating and interpreting evidence, but action 
research focuses on evidence that helps to answer the question, "Did 
a particular action result in the desirable consequences that were 
anti cipated?" Those conducting the research try to determine, as 
objectively as possible , whether the methods used to ameliorate a 
difficult situation actually brought about improvement.100 Some examples 
of action research may be found in various cities throughout the country. 
99Fischer, ~• cit., PP• 9-10. 
100stephen M. Corey, Action Research to Improve School Practices 
(New York: Bureau of Publications, Columbia University, 1953 ), p. 26. 
Atchison, Kansas. At Atchison, Kansas, grade labels have been 
eliminated for kindergarten through three with eight levels of attain-
ment being substituted in tbeir place. Reading is the most important 
factor considered at each level, but progress from one level to the 
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next takes into consideration evidence of social and emotional maturity, 
physical development, number skills, and the developing quality of work 
and study habits. Continuing evaluations of each child's progress by 
means of tests and teacher judgments are made as a means of determining 
when the child is ready to move from one level to the next. Level 1 
refers to Kinaergarten experiences and Level 2 includes the readiness 
program and initial reading experiences which introduce the child to 
formal reading. The pre-primers and primers for developing a basic sight 
vocabulary makes up Level 3. Level 4 includes the reading of many books 
of primer and first reader difficulty. Level 5 and 6 gives the child 
independence in attacking new words and encourages wide reading at this 
level. Level 7 and 8 encourages continued growth in reading power and 
extends the reading sld.lls to the curricular subjects of arithmetic, 
social studies and science, getting him ready for the curricular reading 
at the Intermediate grade leve1.lOl 
Appleton, Wisconsin. The children are ungraded in Appleton, 
Wisconsin. They are neither promoted nor failed and trey do not receive 
report cards. Under their Continuous Progress Plan, youngsters move 
101Bill E. Owens, 1tAtchison 1s Nongraded Plan--A Challenge," 
K.A.E.S~P. Magazine, March, 1961, pp. 23-24 . 
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along as fast as their individual abilities can take them. They are 
free from the artificial limits of grade requirements. In this process 
they meet the toughest competitive challenge in the world--the challenge 
to achieve their highest capacity. After one year of kindergarten, 
children enter primary school for a three-year program. They are not 
given grade labels but are expected to complete an impressive academic 
program during the three-year bloc. Parents are informed about their 
children's strengths and weaknesses during a minimum of two parent-
teacher conferences and by a midyear progress report. It describes 
-with clarity the childs 1 performance in relation to his capacity . 
Appleton teachers believe that conferences and progress reports provide 
more meaningful appraisal of a youngster than the naked marks on a report 
card. Visitors to Appleton point out that if Continuous Progress is 
desirable for the elementary school, a comparable philosophy may be 
equally useful for junior ands or high schoo1.102 
Flint, Michigan. The Washington Elementary School staff of 
Flint, Michigan, volunteered to have Washington become the pilot school 
for an experiment with the primary cycle. The primary-cycle teachers 
held an orientation meeting for all parents of children who were enter-
ing first grade in the fall. The signs that read 11First Grade" were 
replaced with signs reading "Primary Cycle. 11 The primary grades were 
organized into ten levels. In June, 1958, the enthusiastic evaluation 
102Arthur D. Morse, Schools of Tomorrow--Todayl (Garden City, N. Y.: 
Doubleday and Company, Inc., 1960;, PP• 29-40. 
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of the primary cycle by the staff and the parents of Washington School 
prompted the Flint Board of Education to establish the primary cycle as 
part of the regular organizational pattern of the Flint public elementary 
schools. It is expected that all thirty-five elementary schools will 
soon have a primary cycle.103 
Los Angeles, California. Ninth Street School in Los Angeles had a 
transient population which, in part, moved in and out as work in the 
fields and orchards indicated. In national backgrounds there were the 
preponderant Mexican-Americans, many Negro-Americans, the Chinese- and 
Japanese-Americans, a few Anglo-Americans and others--but Americans all. 
Half of the children lived in homes broken by divorce or of less formal 
arrangement. An equal number came from non-English speaking homes. 
Loosening the grade-level structure had effects on the curriculum. 
Teachers felt encouraged to adapt subject matter to individuals and 
groups. The teaching-learning process was better paced to the develop-
ment of individuals and groups. The school, through its teachers and 
principal, helped children to know the glow of happy relationships with 
others. They worked especially for peer acceptance and for each child 
to feel that he was "a good guy" or 11my friend. 11 A desirable school-
community relationship is characteristic of any good elementary school, 
rather than unique to an ungraded school. The ungraded school is seen 
lOJVivien Ingram, "Flint Evaluates Its Pr1mary Cycle, 11 The 
Elementary School Journal, November, 1960, pp . 76-80. 
'by some educators as one of the more promising developments in elemen-
tary education.104 
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Milwaukee, Wisconsin. The oldest existing nongraded plan, also 
the largest and the best known is located in Milwaukee. Milwaukee is 
indeed the capital city of the nongraded school movement because its 
leaders and other participants have enriched the literature both fre-
quently and well, and have responded generously to the thousands of 
inquiries and visits from other communities. Milwaukee keeps a special 
record on reading progress and social development for each child. Each 
of the various levels of reading growth (prereading, experience chart 
reading, preprimer, easy primer, and so on) is identified by a notation 
showing the approximate date by which the child completes the level and 
advances to the next. Frequent orientation meetings are held and a 
continuous and effective public relations program with the parents is 
conducted. Much of the success of the Milwaukee Primary School plan is 
attributed by its leaders to the excellent cooperation and interest of 
the parents.105 Kelly has reported the advantages as: (1) the greater 
sensitivity of teachers to the needs and interest of children as they 
work with them over larger periods of time; (2) happier and more 
interested children because the fear of annual or semi-annual nonpro-
l041ois v. Johnson and Matilda A. Bardenstein, "The Ungraded 
Elementary School, A Case Study of One School,'' The Delta Kappa Gamma 
Bulletin, Spring, 196o, PP• 46-50. 
l05Goodlad and Anderson, ££• cit., PP• 69-71. 
motion is eliminated; (3) the competition of children with t heir ovm 
records rather than their vying against each other; and (4) more 
interested parents.106 
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Park Forest, Illinois. This nongraded primary organization in 
Park Forest, Illinois, is somewhat unique in that it was instituted at the 
very birth of the elementary school program in a oompletely new commu-
nity, and it was therefore not necessary to change from a previously 
entrenched graded program to a nongraded one. Since all tire schools are 
relatively large, with at least two or three beginning primary class 
groups each September, there usually are between six and ten primary 
classrooms in each building. All are labeled "Primary, Miss (Jones). 11 
Parent-teacher conferences and interim prose reports are employed. At 
the end of the first year, the child receives a printed or mimeographed 
promotion letter which simply states that the child has completed one 
year in the primary and is reass i gned to primary school. Similar reports 
are given the parents at the end of the second year and at the end of the 
third year, parents of those who are ready for fourth grade receive a 
I 
letter or report describing the child's assignment to a fourth-grade 
class. Class assignments are based largely upon reading readiness and 
progress. Each teacher usually divides her class into three reading 
groups representing the three readil1g levels.107 
l06-F1orence c. Kelly, 11The Primary School in Milwaukee, rt Childhood 
Education, January, 1948, P• 238. 
107Goodlad and Anderson,~• cit., pp. 72-73. 
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Other primary programs. Thirteen school systems wrote to the 
column editor for Curriculum News in the May, 196o, issue of Educational 
Leadership, about their primary programs, which in some instances were 
called 11nongraded11· programs. The plans fall into three types according 
to treatment of the skil·l areas. Midwest City, Oklahoma, Cedar Falls, 
Iowa, and Sioux City, Iowa, are examples of programs where detailed 
systems of evaluating and recording have been worked out on a series 
of progressive achievement levels in the various skill area. This has 
also been done in the Warner School of Nashville, Tennessee.108 
Elmira Heights, New York, Hillsb0rough County, Florida, and 
University City, Missouri, are examples of primary programs where reading 
development is used as the chief focus for recording and grouping, with 
other skill areas handled in a more standard fashion.109 
Pontiac, Michigan, and Park Forest, Illinois, are examples of 
schools where one teacher stays with a class of children for the three-
year period because of the importance of a teacher's intimate and con-
tinuing knowledge of children. The Scott Avenue School of Whittier, 
California, reported a variation L~ which some rooms have children of 
three "grades" in them. Each year the oldest third of the group moves 
out and a new third, three years younger, moves in to stay for three 
years. If each child is working in materials suited to his capacity-
level, it can be seen that "skipping and repeating" will be replaced 
lOBPaul R. Klohr (ed.), 11 Curricul wn News,'' Educational Leadership, 
May, 1960, P• 517. 
109Ibid. 
·by speeding up and slowing down--a much more adequate base for making 
adjustments. It is generally agreed that the academically-precocious 
youngster who is just average in other ways should be provided for 
academically but not removed from his age-group. 
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A primary program which makes it possible for teachers of f irst 
and second gr ades to provide certain types of experiences, especially in 
reading, which could not otherwise be attempted was described in litera-
ture from Highline (Washi.~gton) Schools. A few s~hool systems reported 
implementation of the nongraded idea in one skill area, while still 
maintaining most of the graded structure. Englewood, Florida, has a 
"split-grade" elementary school, in that most rooms include children of 
two grades. Although 11 graded, 1t t his plan has t he flexibility of a non-
graded school in that grades do not have strict time allotments for some 
pupils.HO 
IT. SUMMARY 
Anderson, Kelly , and Polkinghorne are among the writers who 
express enthusiasm for ungraded primary grouping . Anderson felt, after 
some years of experience with t he plan, t hat it stimulated improved 
instruction and improved the mental health of the children. Kelly 
reviewed ten years of an ungraded primary program in Milwaukee and 
noted that it was psychologoically desirable, enchanced individualized 
teaching, and facilitated good curriculum practices. Polkinghorne 
questioned 130 primary group parents and ascertained that the ungraded 
llOibid., p. 518. 
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approach had proved popular with both parents and children, and that the 
former believed that the children had been helped significantly in making 
adjustments to the third grade.111 
Faith has summarized the objectives underlying the philosophy of 
the ungraded primary as principles to keep in mind concerning el ementary 
education. These principles concern development rates of children, 
time-progress record, good work habits, acceptance of limitations, 
maintenance of self-respect, good attitudes, recognition of individual 
differences, discovery approach instead of academic emphasi s, adjust ment 
of curriculum to child instead of child to curriculum, proper mental 
growth, high interest keyed to success, and competent teachers who are 
not tt·textbook bound" or "grade-minded. 11112 
Today's trends are tomorrow's actualities. The wisdom of the 
decisions made by the school leaders of today determine to a consider-
able extent the future quality of the school. Experimentation and 
change, when responsibly and carefully sought, are essential t o las t ing 
excellence in education. A school that is not examining i ts own 
performance and introducing changes accordingly cannot adequately ser ve 
the needs of a rapidly changing society.113 
lllchester w. Harris (ed.), Enc~clopedia of Educational Research 
(New York: The Macmillan Company, 19 O), p. 428. 
112Emil F. Faith, "Continuous Progress at the Primary Level," Phi 
Del ta Kappan, May, 1949, PP• 356-359. 
113Educational Policies Commissi0n, An Essay Quali in Public 
Education (Washington: National Education Association, 1959, p. 23. 
CHA.Pl'ER III 
ORGANIZATION PROCEDlJRES FOR TFIE MILLER ELEMENTARY SCHOOL ffiOGRAM 
"The manner in which the elementary schaol is organized reflects 
to a considerable extent the philosophy of the school and determines the 
nature of the educational program. 111 With the new impetus on excellence 
and quality in education public opinion tends to pressure the schools 
into placing more demands on the pupils by increasing the amount of home-
werk, lengthening the school day and/or the school year, in addition to 
an accelerated program in mathematics and science. Sputnik has probably 
done more to stimulate an interest in education than any other recent 
event. Since that time educators have done some real soul-searching in 
trying to ascertain the strengths and weaknesses of their curricalum 
and organizational plans. 
Gardner, president of the arnegie Foandation, has made an elo-
quent plea for American excellence in all walks of life: 
We must learn to honor excellence, even to demand it, in every 
socially accepted human activity, however humble the activity, and 
to scorn shoddiness however exalted the activity •••• The society 
which scorns excellence in plumbing because plumbing is a hUJ11ble 
activity, and tolerates shoddiness in philosophy because it is an 
exalted activity, will have neither good plwnbing nor good philosophy. 
Neither its pipes nor its theories will hold water. 2 
In his report, "National Goals in Education," Gardner admonishes educators: 
lcelia B. Stendler, Teaching in the EleDentary School (New York: 
Harcourt, Brace and Company, !958), p. ~. 
2John Gardner, "Invasion Plans," Scholastic Teacher, Vol. 72, 
March 28, 1958, p. 1. 
And in striving for excellence, we must never forget that 
American education has a clear mission to accomplish with every 
single child who walks into the school. • • • Our schools must 
prepare all young people, whatever their talents, for the ser ious 
business of re ing free men and women.3 
It appeared to Paul Woodring that Gardner has one single, 
all-inclusive goal so far as individuals are -concerned: "In dealing 
with students the first goal is equality of opportunity. u-4 
The question which should continually challenge those i n 
t he field of education is "What knowledge i s of most wor:th?" Thi s, 
of course, is a much debat ed issue today. All educat ors should 
parti cipate in this debate -rather than to allow any one segment of 
the population to determine the answer or dictate poli cies . This 
is a serious question which demands much cons i deration and research. 
It seems to me that the Sputnik-inspire.d emphasis on mat he-
matics, the sciences and foreign l anguages--and t he curriculum 
revisions being made in t hese and other subjects--i s immensely 
valuable, but scarcely adequate to guide the schools in t beir 
education of all the childre in all parts of t he nation.5 
Spears issued a reminder: 11The school I s f i rst duty is to t he child 
and ' social purpose of the school, and not to any grade , subject, 
standard, or other device used by educator s a s an ai d in organizing 
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3John w. Gardner, "National Goals in Education, tt Goals for 
Americans (Englewood Cliffs, N. J.: ,Prentice-Hall, Inc.,~)':-p. 100. 
4paul Woodring, "National Goals in Education, A Commentary on 
the Gardner Report, tt· Sa tu.relay Review, 43 :49, December 17, 1960. 
5walter B. Waetjen (ed.), New Dimensions in Learning: ! Multi-
disciplinary Approach, Arthur W. Foshay, "Education and the Nature of a 
Discipline, 11 Papers and Reports from the Sixth Curricullll!l Research 
Institute (Washington: Association for Supervision and Curriculum 
Development, 1962), P• J. 
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the school for educational purposes. 116 
After deciding what to teach, the school's conception of excel-
lence must continue to embrace many kinds of achievement at many levels 
of perf ormance. Intelligence and excellence have many connotations, 
dimensions, and variations among children. All of these facets must 
be taken into account, recognized, and considered if the school is to 
make plans for an organizational procedure which provides for human 
variability and learning.7 The importance of this approach was well 
stipulated in the report •. The Pursuit of Excellence: 
· If we are really serious about equality of opportunity we should 
be seri ous about individual differences because what constitutes 
opportunity for one man is a stone wall for the next. If we are 
to do justice for the individual we must seek for him the level and 
kind of education which will open his eyes, stimulate his mind, 
and unlock his potentialities. We should seek to develop many 
educational patterns, each geared to the particular capacities of 
the student for whom it is designed.8 
I. PR BLEMS IDENTIFIED 
Questions to~ answered. What is a good organizational plan 
which makes possible equality of opportunity and pr ovides the frame-
work within which individual differences can function? Is the instruc-
6Harold Spears,~ Teacher and Curriculum Planning (Englewood 
Cliffs, N. J.: Prentice-Hall, Inc., 1957), P• 137. 
7walter B. Waetjen (ed.), Human Variability and Learning, George 
w. Denemark, "Human Variability and Learning : Implications for Education, 11 
Papers and Reports from the Fifth Curriculum Research Institute, (Washing-
ton: Association for Supervision and Curriculum Development, 1961), p. 7. 
83pecial Project Panel, Rockefeller Brothers Fund, Pursuit of 
Excellence: Education and the Future of America (Garden City, N. Y.: 
DG>ubleday and Company, Inc :-;-1958), p :-32. 
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tion and curriculum geared to the needs of the school community? What 
method of grouping or administrative procedure is designed to benefit 
all pupils? 
It would seem, then, that there is a logical succession of 
steps: (1) establishing goals; (2) planning activities for 
serving the goals; (3) shaping the activities into a program; and 
(4) creating an organizational plan for promoting the program • 
• • • Organization does not set up a school program; it is set up 
to serve a school program. Organization is not a fixed, static 
structure; it is a flexible, dynamic structure.9 
Individual differences within ! ~• The school population of 
Miller Elementary School in D0dge City, Kansas, is composed of three 
distinct groups; namely, the Negro, the Mexican, and the White. Since 
approximately 12 per cent of the enrollment are Negro children and 37 
per cent are Mexicans, the outsider might anticipate many disciplinary 
problems. Actually this was not true, and was not a primary concern of 
the teachers. The specific problem which seemed to bother most of the 
teachers was how to adjust the cur riculum and instructional methods to 
meet the wide range of individual differences which were confronted. 
Reluctance to learn. Many of the instructional problems 
involved the language factor, lack of pre-school experiences, and a 
reluctance to learn. The research project conducted by the Bureau of 
Educational Research of the Board of Education of New York City empha-
sized the importance of learning. ''The motivation for school learning 
is further limited by the fact that the expected learnings are sometimes 
9The National Elementary Principal, Elementary School Organization, 
Purposes - Patterns - Perspective (Washington: National Education Associ-
ation, 1961}, p. 7. 
unreal or irrelevant for these children and, in some cases, are in 
conflict with their out-of-school interests, goals, and standards. rtlO 
This study, too, brought out clearly that cultural limitations impose 
serious handicaps on children from deprived backgrounds in all areas 
of school functioning at present. With an occasional child t hese 
cultural restrictions seem to spur on an intense drive to try to rise 
above these handicaps but this is the rare, not the usual, reaction.11 
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Culturally different children. Since many of these children come 
from homes of low socio-economic conditions they have not had proper 
food and physical care. Some have not known the enjoyment of hearing 
a book read or that of owning their own books, and magazines. I n fact, 
the modern convenience of television communication is about the only 
source of contact with the outside world other than their friends and 
relatives with whom they associa te at home and in the church. This 
tends to keep them imbued with their own cultural behavior patterns, 
ideas, and habits. Therefore, the first year of school poses as quite 
a threat to their sense of security and belonging which they have 
established in their early childhood. 
This problem may be further complicated by the lack of communi-
cation skills and being misunderstood because of the language factor, 
lOJ. Kingman, "Cultural Deprivation and Child Development," 
High Points, November, 1956, pp. 10-20, cited by the Encyclopaedia 
Britannica Library Research Service in 11 The Culturally Deprived Child 
in School and Society, 11 Chicago: Encyclopaedia Britannica Library 
Research Service, p. J. 
11Ibid., P• 2. 
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bilingualism. These skills of communication are very necessary for the 
child to react or relate himself to others in the school situation. 
These are some of the problems which are faced when teaching children who 
are culturally different. 
The theory that cultural background does affect learning has been 
reinforced by the major consideration given it as a contemporary issue 
in elementary education by the Educational Policies Commission in their 
recent pamphlet. 
The child brings to the school many of the beliefs , attitudes, 
and types of behavior which he has learned from hi s f amily and 
friends. This helps to explain the wide differences within any 
elementary classroom in interests, behavior, and percept ion, and 
consequently in readiness and ability to learn in different areas. 
It also means that a child's dress, speech, race, national back-
ground, religion, moralityi behavior, and goals may markedly differ 
from those of the teacher. 2 
This same research, also, suggests that there are many factors in 
a child's life, such as inheri ted potential, physical condition , avail-
able energy, and quality and extent of exper ience s , which combine to 
make him different fromaall others.13 
I I . OBJECTIVES ESTABLISHED 
Objectives~ achieve. The objectives of the t r adi tional school 
were stated in terms of the acquisition of knowledge and skills , whereas 
the objectives of the modern school are stated in terms of changes in 
12Educational Policies Commission, Contemporary Issues in Elemen-
Education (Washington: National Education Association, 19b0), p. 7. 
lJibid., p. 6. 
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behavior.14 
In 1918, the C0Dm1ission on Reorganization of Secondary Education 
of the National Education Association presented what have become lmown 
as the seven cardinal principles of education. These were (1) health, 
(2) command of the fundamental processes, (3) worthy home membership, 
(4) vocation, ($) citizenship, (6) worthy use of leisure, and (7) ethical 
character.1.5 
Twenty years later the Educational Policies Commission of the 
National Education Association identified four aspects of educational 
objectives: the objectives of self-realization, the obje ctives of human 
relationship, the objectives of economic efficiency, and the objecti ves 
of civic responsibility.16 
All of these objectives are basic to the philosophy of any 
elementary school. The objectives which the staff of Miller Elementary 
School desired to achieve were (1 ) to provide equal educational 
oppo tunity for all children regardless of race, religion, creed, or 
ability, (2) to help the bilingual child adjust and become a contrib-
uting member of his class, (3) to stimulate, recognize , and r spect 
indi vidual differences and cul tural differences , and (4) to devel op an 
organizational procedure which would help to increase the effecti veness 
of the teacher. These objectives imply curriculum changes. 
14william B. Ragan, Modern Elementary Curri culum (New York: 
The Dryden Press, Inc., 1953 ), P• 110. 
lSrbid., pp. 113-114. 
lb.Educational Policies Commission,~ Purposes of Education i n 
American Democracy (Washingtont National Education Association, 193E'T, 
P• 4i. 
The focal point of the total educational program centers around 
the child. The purpose for any elementary sch001 1s existence is 
expressed in the words of Mamie Gene Cole: 
The Child 's Appeal 
I am the Child l 
All the world waits for nw coming, 
All the earth watches with interest to see what I shall become. 
Civilization hangs in the balance, 
For vvhat I am, t he world of tomorrow will be. 
I am the Child! 
I have come into your world, about which I know nothing . 
Why I came I know not; 
How I came I know not; 
I am curious; I am interested. 
I am the Child! 
You hold in your hand nw destiny. 
You dtermine, largely, whether I shall succeed or fail. 
Give me, I pray you, those things that make for happiness. 
Train me, I beg you, that I may be a blessing to the world. 
The National Elementary Principal Association has discussed the 
purposes, patterns, leadership , guidance, historical perspective, and 
the promise of the future in elementary school organization in its 
recent book which presented the followin g point of view: 
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We cannot accomplish, through organization, wbat can be accom-
plished only through good programs, an adequate number of competent 
teachers, and materials and conditions conducive to effective work. 
But, although school organization cannot in itself achieve the 
education of children, it is indispensable for facilitating and 
educational program. And i t is effective to t he degree t hat it 
provides the framework within which accepted educational goals 
can be achieved--a framework which is geared to children, not to 
administrative convenience at the expense of children.18 
17eynthia Pearl Maus, Christ and~ Fine Arts,~ Anthology of 
Pictures, Poetry, ~, and Stories Centering i:h the Life of Christ 
(New York: Harper and Brothers Publishers, 1938T, P• 599. 
18The National Elementary Principal,~• cit., P• 17. 
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When objeetives have been established, each elementary school 
staff must determine how it can best organize the school program to 
meet these objectives. The current program must be appraised and the 
nature and extent of changes needed must be determined.19 Organization 
should be a direct outgrowth of educational goals and goal activities; 
it should not be a fixed, static structure. Organization should be a 
flexible, cynamic type of stru.cture.20 
III. IN-sERVIGE EDUCATION 
The coordination of the school program is a very important 
function of both the principal and the elementary supervi sor. Am 
important vehicle for facilitating this coordination of goals, objec-
tives, organizational plans, and curriculum changes is the in-service 
education program. The purposes of the in-service education program 
are (1) to provide opportunities f or teachers to improve themselves 
professionally, (2) to provide opportunities for teachers to work 
together in the study of pro~lems relative to the school, (3) to provide 
opportunities for teachers to have consultant help in identifying their 
school problems, (4) to help teachers keep abreast with educational 
trends, and (5) to provide quality education for every boy and girl in 
the system. 21 
19Ibid., 
20Ibid., P• 19. 
21Reba M. Burnham and Martha L. King, Supervision in Action (Wash-
ingt01u Association for Supervision and Curriculum Development, 1961), p. 17. 
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The term "inservice educa tio:n.tt is usually applied to the teacher 
training which is done in teacher groups in c0njunction with the over-all 
supervision program. This may inclade workshops, special classes, 
special lectures, guided professional reading, demonstrations, and 
teachers' institutes.22 
Pre-planning. It was the questing spirit of teachers seeking 
help and the desire to combat some of the recent criticisms of the 
public schools that stimulated t he interest and enthusiasm of the staff 
for evaluating instructional procedures, method of reporting pupil 
progress, curriculum content, plans for grouping, and met hod of providing 
for individual differences. The first step in this evaluation was the 
discussion of school objectives and an identification of the instruc-
tional problems. Following extensive readi ng and many discussion 
periods it ~s thought that doing away with the administrative labels 
of grade one, two, and three, and adopting a plan for continuous growth, 
might be the solution to some of tre instructional problems. Levels of 
reading were established t0 replace the graded primary system. 
In-service study. The in-service study is an important phase i n 
preparing the way for understanding and developing new insi ghts into the 
teaching-learning process. Once a staff has agreed to investigate the 
merits of an ungraded primary, a central library on the subject should 
be ma.de available for professional reading and study. "Reading about the 
22John A. Bartky, Supervision~~ Relations (Boston: D. C. 
Heath and Company, 1953), P• 292. 
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experience of others and seeing other plans in operation are useful con-
comitants of local staff discussi on, but they are less important than the 
give-and-take which enters into such discussion. 11 23 A well informed 
staff i s a prere~uisite for success in any experimental plan of action. 
Staff mee t ings. Regularl y scheduled staf f meetings are important 
to t he development of under standing a school ' s basic philosophy and 
practices. These sessions can be a profitable means for democratic and 
cooperative administrative planning. Staf f meetings are essential to the 
success of any or ganizational procedure . 
!.V . GAINING SUPPORT OF ADMINISTRATION 
It must be realized that for any organizational plan to be effec-
tive, it must have the complete support of all individuals who are con-
cerned. This means that not only must the teachers and principal be in 
harmony with the program, but the superintendent, members of the Board 
of Education, Director of Elementary Education, School Psychologist , 
Sch00l Nurse, other special instructors, pupils, and parents must 
give their support, or at least be in sympathy with what the school is 
attempting to do. The support of these people was gained and official 
permission granted to change the organizational plan to an ungraded 
primary. 
23Jalm I. Goodlad and Robert H. Anderson, The Nongraded Elementary 
School (New York: Harcourt, Brace, and Company, 1959), p. 160. 
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Readin (Englewood Cliffs, N. J : rentice-Hall-,-·---
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standard requirement for completion of these areas• Each child should 
achieve most of the objectives of each level before advancing to the next 
reading level. Each year the child is expected to begin at the same 
level at which he was working at the close of the previous school year, 
following a period of review, and continue his progress at his own rate 
of development. 
Reporting to parents. The supervisor, principal, and instruc-
tional staff have a grave responsibility for helping to interpret the 
educational policies and program of the school to parents and other 
int erested persons. This assignment can be achieved through many 
mediums of communication. 
Individual parent-teacher conferences are conducted twice a year 
during school time. These are scheduled to meet at the end of the first 
and third nine week periods. In addition to the conferences, report 
cards are used following the second and fourth nine week peri ods to 
record the progress made by the child. These reports help to com-
lll1.lllicate to the parents the traits, characteristics, and achievement of 
their child I s school work. An attempt is made to give a two-way 
evaluation; that of comparing the child's own growth and achi evement 
with himself, and other pupils. The level at which the child is working 
is indicated on the report card. 
A guide sheet for parents and teachers has been developed 
cooperatively by the members of the staff to help establish and inter-
pret the objectives, expected performance and outcomes, and suggestions 
r 
.. ,8- -
is in the interest of their children and when they understand the 
educatfonal program, they have confidence in their schools. 11 27 
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Individual and group conferences are effective ways of conn:nuni-
cating with parents. The Parent Teacher Association and the regular 
study group are good devices for brining the parents and teachers 
t0gether to discuss educational problems. It is important that the 
administrator keep a nucleus of parents well informed as to the merits 
of the proposed plan. They will give the scho0l their loyal support and 
help convince others of its merits. A newsletter or periodic bulletin 
is another good channel for communication. All of these methods should 
be utilized for good public relations which will benefit t he total 
school program. 
Mruly group meetings were held to interpret and explain the new 
plan.28 The support of many parents can be assured if the staff can 
show how the ungraded primary sslv s some of the problems which 
parents themselves have experi enced. As in all school-public relations, 
the en~husiasm and support of the professional staff is the real key 
to preparing the way with parents for the ungraded primary. An enthu-
siastic staff and cooperative parents will assure success in any new 
educational venture. Maintaining an open mind and leaving the tradi-
tional grade-minded concepts behind is important. 
27Helen Heffernan (ed.), Guiding Young (Boston: D. c. 
Heath and Company, 1951), P• 250. 
28Appendix B, p. 107. 
VII. CURRICULUM PLANS 
Mary C. Austin summarized the problem of providing an effective 
curriculum for children who differ widely in ability, achievement, and 
interest: 
In reading alone, the 'distribution of ability in the primary 
grades may be three years er more; ••• Today most teachers will 
agree that the major reason for grouping children is not to elimi-
nate individual differences but to make certain that each child is 
placed where he can work advantageously with a few others who need 
to learn the same skills and content at that particular time.29 
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Dean John H. Fischer of Teachers College, Columbia University, 
has stressed t he need for curricula which will help each child to 
realize the meaning of equal opportunity and optimum growthe The gap 
between the principles of equal opportunity and the practice of the 
schools must be bridged by infusing curricula with appreciation for the 
importance of the individual and hi s values. He cited possibilities for 
improving the curriculum through the combined efforts of educators, 
behavorial scientists and academic specialists, in addition to the 
employment of appropriate technology and resources.30 
The teachers of Miller Elementary School in Dodge City, Kansas, 
have indicated that they would like to develop curriculum guides for 
the teaching of arithmetic, social studies, and t he language arts skills. 
Establishing goals, objectives, and evaluating the total primary cur-
29:M:ary c. Austin, 110rganizing the Class for Effective Development of 
Basic Skills, 11 Reading i n Action, International Reading Association Con-
ference Proceedings, (New York: Scholastic Magazines, 1957), p. 89 . 
30John H. Fischer, "Curriculum Crossroads?" Curriculum Crossroads 
(New York: Bureau of Publications, Teachers 'College, Columbia University, 
1962), PP• 2-10. 
riculum should help teachers to cross grade lines and promote the 
philosophy of continuous progress in all areas of the curriculum. 
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CHAPTER IV 
RESULTS OF QUESTIONNAIRE 
"Action research in education is research undertaken by practi-
tioners in order that they might improve their practices. itl A very 
important psychological value of this type of investigation is that the 
people -who are involved are the ones who must, by the very nature of 
t heir work or professional responsibilities, improve their practices. 
They are constantly seelci.ng to learn what represents improvement. Edu-
cators are constantly being challenged to defend certain practices or 
administrative procedures. 
The questionnaire is probably the most frequently used method for 
obtaining reactions and eval uating nongraded programs. One major dif-
ficulty of controlled research in t his area is t hat clear-cut models of 
gradedness and nongradedness are n t easily ident ified. There are too 
many factors which cannot be controlled. 
In his unpublished Ph.D. di ssertation, Carbone2 revealed that the 
curriculum and practices of instruction were imperfectly related to the 
theory of nongraded practices. In other words, many teachers i n t he 
nongraded schools were continuing to use graded practices and seeking 
lstephen M. Corey, Action Research!£ Improve School Practi ces 
(New York: Teachers College, Colmnbia University, 1953), p. 141. 
2Robert H. Anderson and John I. Good.lad, "Self-Appraisal in Non-
graded Schools: A Survey of Findings and Perceptions, 11 The Elementary 
School Journal, February, 1962, P• 169, citing "Achievement, Mental 
Health, and Instruction in Graded and Nongraded Elementary Schools," 
(unpublished Ph.D. dissertation, Robert F. Carbone, University of Chicago, 
1961). 
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graded goals. The reverse is, also, true of many· teachers in the graded 
classes. The problem is further complicated by the limitations of 
traditional achievement tests, which are geared to the curriculum and 
instructional practices of the graded structure. Therefore, the need is 
great for assessment procedures and instruments wholly compatible with 
the theories and philosophy of the ungraded plan. 
I. DATA FROM MILLER SCHOOL PROGRAM 
In answering the questionnaire3 the teachers presented their 
criticisms of the ungraded primary organization and made suggestions as 
to how this administrative device might be improved. 
Criticisms. Specific criticisms or wealmesses of the program 
were listed as (1) too many workbooks (the book list is prepared in the 
central office and pertains t'o all children in Dodge City), (2) grouping 
which tends to keep some children t ogether too long, (3) graded struc-
ture of materials, (4) grade mindedness of teachers and parents, (5) 
parental reluctance to accept change, (6) mobility of children, and 
(7) the other schools' lack of understanding of ungraded philosophy. 
Advantages. Most of the teachers suggested that this organi-
zational plan had (1) facilitated better grouping within a room, (2) 
removed pressure from children, (3) given children more time to mature 
and .develop basic skills, (4) provided for individual differences in 
3Appendix A, p. 102. 
scholastic growth and development, (5) benef±ted both the slow learner 
and the more gifted, (6) provided a framework in which individualized 
instructioµ was possible, (7) motivated a more effective reading pro-
gram, and (8) profl4)ted them to improve their teaching methods. 
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Recommendations. Any change in the organizational structure of a 
school involves many learning situations which can be very beneficial for 
all concerned. As these experiences develop many suggestions for improve-
ment are discernable. These include: (1) a continuous program of parent 
education should be practiced, (2) further changes and refinement of the 
curriculum to nurture the philosophy of continuous progress i s essential, 
(3) teachers must continually challenge all pupils to use their poten-
tialities, (L.) the ungraded primary should continue to improve and 
become more effective, and (S) its philosophy should extend through the 
intermediate grades. 
Parent attitudes. Most of the parents are favorable to the plan 
when they understand what it is and how their children can benefit. 
Those who are definitely opposed to it are the ones who do not under-
stand its structure. They are the parents who usually want the status 
quo because this is the organization with which they are most familiar. 
Therefore, continued emphasis on parent education is essential. 
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II. DATA ·mCEIVED FOOM OTHER SCHOOLS 
The information recorded on the questionnaires4 and other material 
received from fifty schools' were analyzed. Responses came from twenty-
one states with fifty schools reporting from forty-seven different cities 
which was 93 per cent of those polled. The length of time that ungraded 
primaries have been in existence in the schools reporting is indicated in 
Table I. Table I reveals that eight of the schools reporting or 16 per 
TABLE I 
NUMBER OF YEARS THE UNGRADED PRIMARY ORGANIZATION HAD BEEN IN OPER\TION 
AS ffiPORTED BY FIFTY SCHOOLS 
Number of years Number of schools Per cent of schools 
20 - 24 2 4 
15 - 19 3 6 
10 - 14 16 32 
5 - 9 11 22 
0 - 4 9 18 
Failed to report 1 2 
Disconti nued programs 8 16 
TOTAL so 100 
cent have discontinued the ungraded program. This table also indicates 
that nine schools or 18 per cent had this type of organization from one 
to four years. Eleven schools or 22 per cent had the organizational 
plan from five to nine years. Sixteen schools or 32 per cent, which was 
4Appendix A, p. 102. 
'Appendix A, P• 103. 
the greatest percentage, had been organized on this basis from ten to 
fourteen years. Three schools or 6 per cent had been organized from 
fifteen to nineteen years. Two schools or 4 per cent had been in 
operation from twenty to twenty-four years. One school failed to 
report the length of time for its program. 
Contributing factors to success. The respondents listed the 
strengths or advantages of their ungraded programs and other reactions 
which they might wish to make concerning their experiences with non-
grading. Although the replies covered .a wide range of ideas and were 
in some cases supplied indirectly tbrough published mater i als, an 
attempt has been made to summarize the benefits derived f rom the 
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ungraded primary in Table II. These factors have been sub-divided to 
indicate the benefits derived for t he teacher, and for the child. Some 
of the more general items considered beneficial were the improvement of 
home-school relations,' the school climate, and t he school curriculumo 
Most of the responses were concerned with benefits for the child. These 
inclµded: (1) provides for individual differences, (2) allows child to 
progress at own rate; (3) avoids retention, (4) provides acceleration 
without skipping, (5) provides individualized instruction, (6) makes 
possible philosophy of continuous growth, (7) increases success in read-
ing, (8) removes grade barriers, (9) implements knowledge of child growth 
and development, (10) provides flexibility in grouping, (11) provides 
optimum achievement, (12) reduces frustration, (13) reduces needless 







BENEFITS DERIVED FROM UNGRADED PRIMARY· ORGANIZATION 
AS REPORTED BY FIFTY SCHOOLS 
Benefits 
Improved home-school relations 
Good school climat e 
Improved school curriculum 
Greater teacher efficiency 
Equaled teaching load 
Eetter cooperation among teachers 
Reduced tensions 
Better mental health 
Promotes team teaching 
Broadens horizon 
Individualizes teaching 
Provides opportunity for individual 
counseling 
Progresses at own rate 
Avoids retention . 
Easy movement from one room to 
another 
Flexibility in grouping 
Sequence of learning experiences is 
continuous 
Philosophy of continuou·s growth 
Provides for individual differences 
Provides for acceleration without 
skipping 
Reduces anxiety over retention 















































TABLE TI (continued) 
Group Benefits 
Child (continued) 
Narr ows span of ability le~l 
within a room 
Knowledge of child growth and 
development implemented 
More flexible curriculum 
Reduces needless repetition 
Individuali~ed instruction 
Increased success in reading 
Grade level barriers are removed 
Longer block of time for mastery of 
skills 
Reduces frustration 






























anxiety over retention, (16) continuous sequence of learning experience, 
(17} reduce~ discipline problems, (18) provides longer block of time for 
mastery of skills, (19) makes possible a more flexible curriculum, and 
(20) facilitates easy movement,. from one room to another. Teacher benefits 
are also included in Table II. They are: (1) greater teacher efficiency, 
(2) equalization of teaching load, (3) better cooperation among teachers, 
(4) reduced tensions, (5) better mental health, (6) promotion of team 
teaching, (7) broadened horizones, (8) individualization of teaching, 
and (9) provision for individual ·counseling. 
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Limitations of program. Many people believe that t he nongraded 
school is devoid of standards. Goodlad and Anderson regard the standards 
as more rigorous because the nongraded school promotes a better quality 
of learning. The" nongraded pupil is encouraged in setting his own pacing 
to move forward in the various aspects of his development at rates appro-
priate to his own unique traits. The timing and spacing of learning 
processes become more important than the grade placement of specific 
learmng tasks.6 
Each person answering the questionnaire was asked to present the 
problems which he, or the school, had encountered in the organization of 
the ungraded plan. Table III is an attempt to summarize t he factors 
which, in the judgment of the administrators, supervisors, and teachers 
completing the questionnaire , were limitations or weaknesses of the plan 
as it functioned in their school. The items mentioned most frequently 
were (1) lack of understanding by parent s, (2) orientation of new 
staff members, (3) unwillingness of teachers to change practices, methods, 
and techniques, and (4) mobility of pupils. Grade mindedness of teachers, 
administrators, and parents is a. real hindrance to the ungraded primary 
concept of continuous growth. Other factors listed as problems to be 
overcome were (1) size of the school, (2) lack of rapport among 
principals, teachers, and pupils, (3) crowded classrooms, (4) method of 
determining who w~uld profit most from four years in the ungraded primary, 
6John I. Goodlad and Robert H. Anderson, The Nongraded Elementary 
School (New York: Harcourt, Brace and Company, 1959), p.277°' 
TABLE III 
PROBLEMS OR DIFFICULTIES THAT HAD TO BE OVERCOME IN ORGANIZING 
UNGRADED PRIMARIES AS REPORTED BY FIFTY SCHOOLS 
Frequency Per Cent 
Problems or difficulties of of 
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Mention Frequency 
Problem of orienting new staff members to plan 
Reluctance of teachers to -change practices, 
methods, and techniques 
Size of school 
Lack of rapport among principals, teachers 
and pupils 
Problems of grouping and classifying children 
Graded structure of materials 
Mobility of pupils 
Pupil transferring to graded school 
Lack of parent and public understanding 
Tends to segregate low I.Q. pupils 
Population growth 
Crowded classrooms 
Determining who would profit most from four 
years 
Failure to adjust the curriculum 
Lack of varied instructional materials in the 
school 
Teachers who dislike working with the slower 
children 
Lack of administrative understanding 
Use of traditional report forms 
Failure to put into practice continuous 
progress theory 
Inability of a child to adjust to a new 
teacher 
Time element involved in keeping records 


























(5) inability of child to adjust to new teacher, and (6) grouping which 
tends to segregate the slow pupils and causes unequal distribution by 
sex. 
Contributing factors to failure. Eight schools reported that 
their ungraded primaries had been discontinued. Some had been in 
operation only two years. The Cranston, Rhode Island, schools have used 
the Pupil Progress Plan since 1951, but because of tremendous population 
growth which made most of their classes thirty or more in size the plan 
was being abandoned this year (1962). The Cranston Schools further 
suggest that the plan is workable only if the classes ar e kept to twenty-
five or less. 
Same of the factors which contributed to the failure of ungraded 
plans were (1) lack of teacher cooperation and enthusiasm, (2) lack of 
parental understanding and suppor t, (3) lack of administrative support, 
(4) pupil mobility, (5) population growth, (6) too much categorizing of 
pupils, (7) problem of evaluation, and (8) record keeping. It is very 
difficult· -for a "pilot school" to operate effectively among traditional 
schools. 
III. SUMMARY 
The benefits derived from ungraded plans far exceed the problems 
involved. This would indicate that the school district that is willing 
to embark upon a change in their organizational structure must first 
have the enthusiastic support of the teachers• Since most communities 
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have long existing policies and traditions, time must be allowed for 
teachers and citizens to discover how the nongraded approach may really 
fit their basic wants and needs, and contribute toward the realization of 
their objectives. good, successful school should continually evaluate 
in terms of meeting the needs of its pupils and previously established 
g0als, and objectives. The support of many parents seems to be assured 
if the staff can show how the nongraded school can sole some of the 
problems which the parents themsel es have e:xperienced. The real key 
to the success of the ungraded primary is the enthusiastic support of 
the professional staff. It would appear from the information recorded 
on the questionnaires that a harmonious relationship between h gh 
educational standards and the de elopment of individual human poten-
tiality ean be achieved best in an ung aded primary. Howe er, the 
ungraded primary is only an administrati e de · ce and will not auto-
matically over-come the proble associated with the graded struct e . 
The ungraded primary simply creates the setting in which each chi d may 
progress at his indi "dual rate of speed and in hi s ique ay. 
It must be remembe ed that indi idual teaches individualize 
:instruction. "It is the individua teache worldng ith the indi i u~ 
learner who will continue to find solu ions to the p b em of individua 
izing instruction in the sixties. 11 7 
7National Education Association, Labels and Finge;r:erints (Washing-
ton: National Education Association, 1961), P• M. 
CHAPTERV 
SUMMA.RY OF FINDINGS.,. GENERA.LIZATIONS., AND RECOMMENDATIONS 
There is always the past, present, and a future to be taken into 
acc0unt in any program of school improvement. Every kind of research or 
any experiment involves accumulating and interpreting evidence. Unless 
educators know where they have been., they cannot judge the relevance of 
where they are going. Unless they know where they are, they cannot 
properly appraise the skills and minimum essentials to get where they 
want to be. A teacher is most likely to change his ways of working 
with pupils when he accumulates and interprets informati on about these 
pupils because he wants to work more effectively with them. When a 
school staff seeks to find better ways of organization to facilitate 
better instructional methods the teachers and children both benefit. 
Analyzing the problem and seeking solutions can greatly improve the 
instructional level of a school. 
I. SUMMARY OF FINDINGS 
summary. The study of the ungraded primary as an administrative 
device for pr0moting and extending individual differences has revealed 
that most ungraded primaries are based on reading levels which replace 
grades one, two, and three in the elementary school. This rethod of 
organization seems to adjust the teaching and administrative procedures 
to the differing social, mental, and physical capacities of the children. 
The philose:)phy of continuous progress is the basis upon which the ungraded 
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primary operates. This implies that the less able child is encouraged 
to nrk at his own level of progress without having held over him the 
fear of nonpromotion. Then, too, the more able child can be challenged 
to work up to his potential and is not subjected to the feeling of being 
held back to the grade level appropriate for his age. 
This study has indicated that it appears to be easier under the 
ungraded primary organization for instructors to bring their teaching 
into harmony with the individual capacities and growth rates of children. 
This tends to eliminate certain pressures and give greater time flexi-
bility. It would seem that the most important characteri s tic of the 
ungraded primary is that no child is asked to repeat or s kip any portion 
of the prescribed program and that in all cases the learning progress 
should be continuous,. with the rate 0f progress being varied to meet the 
needs of the individual child. When children are permitted to work at 
their own level,. their democrat · right to an education is preserved. 
What good does it do a child to attend school and th3n be given an 
indigestible diet? 
That children should advance by "work levels11 composed of tasks 
suited to individual readiness is quite evident from thi s survey. The 
mental health of the child and the teacher is much improved when 
individual standards are related to the child's potential. 
It is quite easy for educators to drift toward a more impersonal 
and mass solution to problems. The biggest mistake that can be made is 
to alienate or ignore the individual. When the phrase,. "education for 
all the children of all the people, it is used, it is important to remember 
that the group is composed of unique individuals. 
Prerequisites for success. A strong interest and desire on the 
part of the teachers to improve their irlstruction is ne·eessary. They 
must be interested irl the ungraded plan and enthusiastie about it. 
Careful study and cooperative planning is i.m.portan.t. Effective use sf 
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. the Parent Teacher Association and other publlic-relations channels are 
essential. The support of administration and other special instructors 
must be gained. A change in the organizational plan does not necessarily 
imply improved instructi0n. The ungraded primary is an administrative 
devic~ which~ and should encourage and promote the improvement of 
instruction. The instructional staff can determine ways t o improve 
instruction and implement curriculum change through a good :L~-service 
education program and cuITiculum study. 
II. GENERALIZATIONS 
General principles !! keep i n. mind. Extensive reading and study 
have <liscl0sed some general principles which should be prominent in the 
thinking of educators who are interested in establishing an ungraded 
primary. An analysis of the responses en the questionnaire has sub-
stantiated the importance of these principles. These principles are 
actually inherent in the phil0sephy llhich undergirds the ungraded primary. 
They are: 
1. there is a wide variation in the development rates of children, 
2. a time-progress record of a pupil is more meaningful than grade 
classification, 
3. pupils who are slow in starting frequently make a satisfactory 
educational adjustment if given a longer period of time for 
develepment, 
4. competent teachers know that a child six years of age by the 
calendar is not necessarily age six mentally or socially, 
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5. good work habits are promoted by successful effort and achieve-
ment in challenging tasks within range of individual 
abilities, 
6. discouragement, irreparable failure, social maladjustment, and 
unfair competition result lll frustration, la.ck of interest, and 
undesirable compensatory behavior, 
7. if humiliation is avoided and self-respect is preserved, 
individuals may be aided in accepting their limitations, 
8. attitudes toward learning activities which are developed in the 
prilllary area are likely to become permanent, 
9. administrative adjustments in support of individual instruction 
promotes a higher standard of teaching, 
10. the teacher is held responsible for the optimal growth of each 
child, 
11. the teacher should be encouraged to consider subject matter and 
skill in relation to the development of each child, 
12. individual instruction promotes character building and whole-
some social attitudes, 
lJ. individual instruction and progress encourages both fast and 
slow learners to industrious effort, 
14. individualized instruction prevents pupils frombeing obscured 
in mass promotions, and stimulates industrious effort on the 
part of each, 
15. repeated failure and grade retentions are destructive, 
16. the good teacher finds ways of operating effectively in any 
setting, 
17. no administrative organization guarantees good teaching, 
18. if the goal of education is the development of the child to 
the lilllit of his po ential, then the school should see that 
each child acquires facility in all basic fundamentals in 
all fields, 
19. proper mental growth can be as painless and as natural as 
healthy physical growth, 
20. interest is a stronger educational incentive than force, 
21. success can be achieved in proportion to capacity and interest, 
22. the child is the focal point of the whole educational system, 
23. the individual child is as unique as his fingerprints, 
24. even a label cannot obscure the individuality of the child, 
25. children are done considerable harm by labels, 
26. a successful school involves both parents and teachers in 
formulating plans or changes in the school program, 
27 . maintaining a balance in the curriculum is essential, 
28. every child has the right to learn, 
29. distinctiveness, individual worth, and freedom rise or fall 
together, 
30. the child is constantly perceiving, behaving, and becoming. 
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III. IBGOMMENDATIONS 
Miller School Ungraded Primary. It would appear from the results 
of the ungraded primary program in practice at Miller Elementary School 
in Dodge City that it should be continued with focus on the improvement 
of instruction. Perhaps some guidance and assistance from a resource 
person could stimulate growth in the use of experience charts, field 
trips, and other devices in individualizing the instruction to build 
experiences, understandings, and concepts which the culturally different, 
the bilingual, and the immature child have not devel oped. This would 
help the teachers build an extended readiness program t o meet t he needs 
of the children in Miller El ementary School in Dodge Ci t, Kansas. 
Curri culum change and adapt ations seem to be needed to nurture the 
philosophy of continuous progress. These changes should be i n harmony 
with the objectives of the ungraded primary. 
A continuous program of parent education through the Parent Teacher 
Association, study club, newsletter, bulletin, and conference appr oach 
seems necessary and should be continued yearly. 
Consideration should be given to extending the ungraded primary 
through the intermediate grades and becoming a nongraded elementary 
school. 
The nongraded school of tomorrow. The nongraded school is seen 
to have three major organizational advantages over the traditional graded 
school: (1) the nongraded school provides a single, unbroken learning 
continuum. through which all pupils progress; (2) the nongraded school 
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encourages continuous, individual pupil progress; and (3) the nongraded 
school encourages flexibility in pupil grouping.l 
Grouping must be related to the purposes of instruction. No single 
pattern achieves all these purposes equally well. Movement to this 
pattern of organization does not by itself resolve these grouping prob-
lems. The challenge is to face these issues creatively and seek better 
methods through some action research, experimentation, and the study of 
records of past experiences and other resources instead of retreating 
from them. Because some of the more recent developments in education 
have not always been successful in terms of expectations, many schools 
have retreated to the old routine or method in which they felt more 
comfortable. Too many times educators have retreated when they should 
have forged ahead. The schools of today have scarcely begun to create 
the conditions in the school environment which will permit every child 
to realize his individual patterns or potentialities. 
In education, we lmow much better than we do. We have yet to 
create the best school of which we are capable. But fortunately 
we have our visions. As soon as one vision is translated into 
reality, it is replaced by others, and each seems better than the 
last. To close the gap between reality and our best visions is 
a great task of human engineering, the mission that challenges 
every educator who wants to make good schools better.2 
Conclusion. It is quite apparent that the wigraded primary is no 
panacea. This structure -,n.11 not automatically provide the ideal learn-
1John I. Goodlad and Robert H. Anderson, The Nongraded Elementary 
Sehool (New York: Harcourt, Brace, and Company, 1959), PP• 212-213. 
2rbid., P• 203. 
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ing environmeRt for which the school may be seeking. It is only an 
administrative device, but it is compatible with ccntinuous pupil 
progress, longitudinal 0:1rricuhun development, and integrated learning. 
Since the merits of the ungraded primary outweigh the weaknesses and 
problems involved, the ungraded primary may be utilized as an adminis-
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Re: Ungraded P:r:imary 
1. In the beginning, I expected the Ungraded Primary to improve 
instruction by : 
2. Experiences during the one year it has been in operation indicate 
that the plan has helped me in the following ways: 
3. Experiences during this year have indicated that the plan has failed 
in these points: 
4. Have you been able to deal with individual differences better under 
this plan? 
S. Do you think this plan has advantages over the graded plan as before? 
6. What are the wealmesses of t h ' s plan? 
7. What improvements can we make for next year? 
8. Would you say parent reaction was good, bad, or indifferent? 
Comments: 
9. Are there other suggestions or comments concerning the Ungraded 
Primary? 
(Teacher) 
DODGE CITY PUBLIC SCHOOLS 
Miller Elementary Building 
Dodge City, Kansas 
QUESTIONNAI11E CONCElRNING UNGRADED PRIMARY OR PRIMARY SCHOOL 
1. Do you have an ungraded primary or some form of primary school 
other than t he graded plan? 
Yes No 
If yes--
a. What do you think are its strengths or advantages? (List briefly) 
l>·. What are i ts weaknesses or what problems have you had in making 
it funct i on properly? 
c. How many years has it been in operation? -----
2. If you have had such an organization and it has been di scontinued, 
would you please state how long your program was in operation 
___ _________ and give reasons~ it was discontinued? 
J. If you have any other connnents to make concerning your program, 
please express them here. (On what basis are your children grouped?) 
If you have materials available which you have used or which might 
further explain your type of program, I would appreciate having 
them enclosed. Thank you for your cooperation in answering the 
above questions. 
(Signature of one reporting) 
(Name of School) 







































































Miller Elementary School 
Dist. #120, Sedgwick County 





COMMUNITIES JESPONDING TO QUESTIONNAIRE ( Continued) 
State City 
Nevada Reno 
New York East Williston 





Rhode Island Cranston•~ 





It Richmond Beach 
Wisconsin Appleton 
II Green Bay 
It Milwaukee 
* Discontinued program 
~ - No program 
School 
U. F. S. D. #2 
Mary Thurston School 
Winthrop Training School 
No program 
School District #405 
Highland Elementary School 
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DODGE CITY PUBLIC SCHOOLS 
,Miller Elementary School 
Dodge City 9 Kansas 
Ungraded Primary 
"A schqol program of high quality is one in which the curriculum makes possible 
and the :eaching and guidance make real , the promise of educational opportunity for 
each pupi l." An Essay· on Quality i n Public Education by the Educational Policies 
Commission, 
In the ungraded primary as applied to Miller School eight levels of attainment 
will replace grades one, two, and three . 
Level l - -
Level 2 







- Pre Primer 
- - - - - - Primer 
- - - - - - First Reader 
- - - - - - Second Reade r Levell 
- Second Reader Level 2 
Third Reader Levell 
- - Third Reader Level 2 
The time spent at each level would depend upon the individual child, Some 
children need to read at a given level mu h longer than others . Some children will 
need much enrichment at a given level, The prime consideration ls to achieve succes~ 
at a given level before going to the next. Children must move slowly and have a firi 
foundation laid before advancing to another level, It is important that children 
achieve success and not reach a point of frustration by failure or too rapid advance-
ment into a more difficult reading level. 
A minimum of three years and a maximum of four years s hould be the standard 
requirement for completion of these areas . Many times children will advance rapidly 
and then hit a plateau during which they need much enrichment or intensive study 
before advancing to the next l evel, 
This plan would do away with failure and retention in the lower grades, Many 
children fear failure, It isn't good t o fail all the time. Children become easily 
discouraged. The ungraded primary is a plan for "continuous progrP.ss," It is an 
administrative technique to encourage and promote a policy of continuous growth, 
It is important that the child masters each level in the reading program to 
the best of his ability. Each year the child begins where he left off the year 
before ( following a period of review) and _continues his progress at his own rate of 
development, 
The ultimate outcome of t his plan for continued success should be better mental 
health for children and teachers , and happier, better adjusted children who are not 
faced with the old problem of promotion or retenti on every spring. 
Miller Elementary School - Dodge City, Kansas 
111e Ungraded Primary 
fo the children, the ungraded primary means an end to the huge steps between grades one, two, and 
thrl ·~. Instead, each moves at his own pace up a series of smaller steps which still lead to the same 
goal--the fourth grade. 
Grades I Levels I 
! Average ! Slow Mover I Average Slow Mover 
First Grade I Readiness Readiness First Year Level 1 Level l 
l Pre Primer Level 2 I Primer Pre Primer Level 3 Leve l 2 i First Reader Level 4 
r econd Grade I Second Reader Level 1 Primer Second Year Level 5 I Level 3 i Second Reader Level 2 Level 6 Leve l 4 
rnd rd Grade I Third Reader Level 1 i First Reader Third Year Level 7 I Level 5 i 
I Third Reader Level 2 Second Reader Level 1 Leve l 8 Level 6 I Either repeats or there Level 7 Fourth Year 
l are gaps in his program. Level 8 Doesn't repeat, but continues his l 
_ __ _L progress 
FOAL ----- I _ FOURTII GRADE I FOURTH GRADE I FOURTH GRADE FOURTII GRADE 
· The goals are the same with levels as with grade placements. The average child (most) will accomplish the 
levels in three years; however, some ~hildren can not meet the goal of fourth grade in three years. The 
children who are slow -starters will have an opportunity to achieve success and continue progress at l evels at 
wh i ch they can succeed, Instead of repetition of same material, the child would review and read many new 
materials at the s ame reading level. As he succeeds he would advance to more difficult levels of reading, 
still striving toward the same goal. 
When children work at their own level, their democratic right to ~n education is preserved; what good does it 
do a child to attend school and then be given an indigestib le diet . Good work habits ar e promoted by 
successful effort and achievement in challenging tasks within the .range of individual abilities. 
The ungraded primary is a means of adjusting our teaching and administrative procedures to meet the 












DODGE CITY PUBLIC SCHOOLS 
Miller Elementary School 
Do~ge City, Kansas 
A Guide for Parents and Teachers 
Objectives of Reading Readiness 
1. Left to right eye movement 
l - - - Readiness 
2. Recognize likenesses and differences in pictures, letters, and words 
J. Follow general directions 
4. Speaking vocabulary of 600 words 
5. Recognition of all letters 
6. Recognize beginning sounds of letters 
7. Recognize rhymes and rhyming words 
Performance and Outcomes 
~he child should be able to: 
1. Maintain good posture 
2. Use with meaning the vocabulary of the preprimer 
J. Speak in sentences 
4. Begin to develop attention span 
a. Listen to and follow directions 
b. Listen to and share with others 
5. Begin to detect similarities and differences in sounds and obj ects 
6. Recognize own name 
7. Recognize names of objects labeled 
8. Show interest in stories, poems, and books 
9. Help plan experience charts 
10. Tell familiar stories to others 
How Parents 2!!: Help 
1. See that your child has adequate rest and a good breakfast 
2. Help your child to learn to listen, to look, and to remember 
J. Take your child on trips to stores, library, parks, lakes, farms, dairies, etc. 
to provide a wide variety of experiences 
4. Listen to your child. Make him feel that it is important to listen 
5. Answer his questions and discuss topics on which he shows an interest 
6. Help him to see or notice pictures in books and to observe out-of-doors 
7. Read to your child often so that he can learn to listen and to appreciate 
stories 
8. Supervise the types of movies and television programs your child sees 
9. Keep in close touch with the school 
10. Visit and consult with his teachers 
11. Remember that children are different from each other and his performance 
should not be compared with that of a brother or sister or other children 
When the child has achieve~ the objectives of readin~ readiness as listed above and 
shows an interest in stories and books, he will be advanced to Level 2 which is the 
Preprimer stage of reading. 
DODGE CITY PUBLIC SCHOOLS 
Miller Elementary School 
Dodge City, Kansas 
A Guide for Parents and Teachers 
Ungraded Primary 
Objectives of Pre-Primer Level -. -----
1. Know 58 sight words 
Level 2 - Pre-Primer 
2. To b~ abl~ to read short sentences with expression 
J. Continuation of work with beginning sounds and associating letter forms and 
sounds 
4. Begin to recognize ending sounds 
5. Continue work with rhyming words and sounds 
6. Begin to develop the ability to read silently without lip movement or finger 
pointing 
7. Read from left to right and down the page 
8. To develop ability to recall what is read 
9. To promote ability to use context and picture clues 
10. To promote ability to get main idea of a sentence or sho, t t ho ught unit 
11. To promote ability to see likenesses and differences in word fo r ms 
12. To develop the ability to recognize words in both capita l t1Dd l ower case 
letters 
13. To begin the development of handling books and materials carefully and 
properly 
Expected Performance~ Outcomes 
The child should be able to: 
1. Maintain good posture 
2. Sustain attention and interest in reading for at least twen~y minutes 
J. Take more interest in library books 
4. Notice new signs and other reading about the room 
5. Develop ability to follow directions 
6. Show interest in story being read or being told 
7. Work more independently 
8. Develop a feeling of self confidence 
Parent Help 
1. See that your child has adequate rest and a good breakfast 
2. Listen to anything your children have to say about school ; their worries, 
and their accomplishments--Talk about them t ogether 
J. Continue to read to your child regularly 
4. Encourage your child to read words on cereal boxes, television, signs, etc . 
5. Show interest and enthusiasm for the papers which your child brings home 
6. Supervise the types of movies and television programs your child sees 
7. Keep in close touch with the school 
8. Visit and consult with his teachers 
9. Rememb~r that children are individuals and are different from each other; 
his performance should not be compared with that of a brother or sister 
or other children 
When the child has succes~fully acnieved most of the objectives of the Pre-Primer 
Level, he will be advanced to Level J which is the Prµncr Level. 
DODGE CITY PUBLIC SCHOOLS 
Miller Elementary School 
Dodge City., Kansas 
A Guide for Parents and Teachers 
Ungraded Primary l - - - Primer 
Objectives of Primer Level 
1. Know between 150 to 160 sight words 
2. Match form and sound of beginning and ending consonants 
J. Be able to read sentences of more than one line fluently 
h. Strive to read without lip movement 
5. To enjoy reading stories 
6. To handle books properly and carefully 
7. To read for different purposes, i.e. understanding details 
8. Continue to develop ability to use context and picture clue~ 
9. To anticipate plot development 
10. To get the thought unit from silent reading 
11. Begin to recognize similarities of sounds 
12. To introduce the consonant blends 
13. To use with meaning the vocabulary learned previously 
Expected Performance!:!:£ Outcomes 
The child should be able to: 
1. Maintain good posture 
sequence 
2. Prefer to read rather than to merely look at pictures or have teacher read 
story to him 
3. Be able to sustain attention and interest for more than 20 minutes 








Notice and read charts and other printed material about t he room 
Be able to listen and follow directions 
Follow when classmate reads 
Show interest in story being read or being told 
Work more independently 
Develop a feeling of self confidence 
How the Parent Can Help ---- ---
1. See that your child has adequate rest and a good breakfast 
2. Encourage the child to take books home from the library 
J. Praise his progress in reading 
4. Help the child with sounds by using games 
5. Give the child some responsibilities at home and see that he does them 
6. Show an interest in the papers which your child brings home 
7. Supervise the tyµs of movies and television programs your child sees 
8. Keep in close touch with the school 
9. Visit and consult with his teachers 
10. Remember that children are individuals and are different from each other; 
his performance should not be compared with that of a brother or sister 
or other children 
11. Continue to read to your child 
When the child has successfqlly achieved most of the objectives of the Primer Level 
he will be advanced to Level 4 which is the First Reader. 
DODGE CITY PUBLIC SCHOOLS 
Miller Elementary School 
Dodge City, Kansas 
A Guide for Parents and Teachers 
Ungraded Primary - First Reader 












Master vocabulary of the First Reader 
Be able to recognize and use word endings such as ed er s, ing 
Fluent oral reading with expression and understandin; ' 
Strengthen ability to do effective silent reading without lip movement or 
finger pointing 
Promote the ability to use context, picture, and structural clues 
Attack unknown words through use of initial and final consonant substitutions 
Begin work on vowel sounds 
Promote ability to read for understanding and details 
To name successive incidents 
Reco gnize letters of the alphabet 
Continue development of how to handle books and material~ carefully and 
properly 
Expected Performance and Outcomes 
The Child should be able to: 
1. Maintain good posture 
2. Read with fluency, enjoy and have an interest in the stories presented 
J. Listen attentively 
4~ Ask more meaningful questions 
5. Anticipate plot development 
6. Continue interest in library reading 
7. Identify new words for himseli by use of skills previously learned 
8. Work more independently 
9. Retell story 
How Parent Help 
1. See that your child has adequate rest and a good breakfast 
2. Encourage your child to take books home to read 
J. Show an interest in and listen to what child is reading 
4. Help the child to identify new words by making use of sounds and skills 
already developed 
S. Praise his reading ability 
6. Continue to read to your child 
7. Answer his questions 
8. Supervise the types of movies and television programs yo ur child sees 
9. Give your child some responsibilities at home and see that he does them 
10. Keep in close touch with the school 
11. Visit and consult with his teachers 
12. Remember that children are different from each other and your child's 
performance should not be compared w~th that of a brother or sister 
or other children 
When the child has successfully achieved most of the objectives of the First 
Reader Level, he will be advanced to Level 5 which is Second Reader Level l. 
DODGE CITY PUBLIC SCHOOLS 
Miller Elementary School 
Dodge City, Kansas 
A uide for Parents and Teachers 
Objectives 2.f. Second Reader~} 
1. Master vocabulary of the easy second reader 
2. Increase length of time spent on silent reading 
Second Reader Level 1 
J. Read orally by phrases with expression instead of word by word (extended eye 
span) 
4. Effective silent reading without lip movement or finger pointing 
S. Begin alphabetizing 
6. Make use of vowel sounds, vowel endings, and auditory discrimination 
7. Recognize words in isolation 
8. Continue development of proper use and handling of books and materials 
9. Training in phonetic and structural analysis 
10. Training in use of context and picture clues 
Expected Performance~ Outcomes 
The child should be able to: 
1. Maintain good posture 
2. Read with fluency, enjoy and have an interest in the stor ies presented 
J. Listen attentively 
4. Read orally without unnecessary physical movement 
S. Read a paragraph of three sentences or more 
6. Read silently more rapidly than oral l y 
7. Extend and clarify meani r:g s of word 
8. Read a complete story silently without losing interest 
9. Figure out pronunciation of many new words independently 
How the Parent Help 
1. See that your child has adequate rest and a good breakfast 
2. Encourage your child to take books home to read 
3~ Make learning to read attractive to the child 
4. Encourage child to read to you or some other member of the family 
S. Praise his progress in reading 
6. Give your child suitable books for his own 
7. Continue to read to your child 
8. Answer his questions 
9. Supervi~e the types of movies and televisi on programs your child sees 
10. Give your child some responsibilities at home and see that he does them 
11. Keep in close touch with the school 
12. Visit and consult with his teachers 
13. Remember that children are 9ifferent from each other and your child's 
performance shouid not be compared with that of a brother or sis t er 
or other children 14. Take your child to the library to select books which he can read with ease 
When the child has successfuliy achieved most of the objectives of the Second Reader 
Level 1, he will be advanced to Level~ which is Second Reader Level 2. 
Ungraded ~.Z 
DODGE CITY PUBLIC SCHOOLS 
Miller Elementary School 
Dodge City, Kansas 
A Guide for Parents and Teachers 
Level 6 -
.2_bjectives of :5econd Reader Level 2 
1. Master vocabulary of the more difficult second reader 
2. Extension of silent reading with increased comprehension 
3. Increased emphasis on phonetic skills 
4. Well phrased and fluent oral reading with expression 
Second Reader Level 2 
S. Learn to hear, recognize, and use vowel sounds and endings 
6. Increased recognition of words in isolation 
7. Training in phonetic and structural analysis 
8. Training in use of context and picture clues 
9. Training preparatory to using the dictionary 
E:Qected Performance and Outcomes 
'l'he child should be able to: 
1. Maintain good posture 
2. Read orally without physical movement 
J. Read paragraphs of three and four sentences with fluency and understanding 
4. Read silently with increasing speed and meaning 
S. Extend and clarify meanings of words 
6. Read a complete story for enj oyment 
7. Work more independently 
8. Develop feeling of self confidence 
9. Listen to and follow instructions 
10. Read and follow directions 
11. Figure out pronunciation of many new words independently 
!f:9:!. ~Parent~ Help 
1. See that your child has adequate rest and a good breakfast 
2. Encourage your child to bring books home to read 
J. Help your child to learn to listen, to look, and to remember 
4, Listen to your child and answer his questions satisfactorily 
S. Teach your child the importance of good listening 
6. Read to your child often 
7. Supervise the types of movies and television programs your child sees 
8. Keep in close touch with the school 
9. Visit and consult with his teachers 
10. Give your child some responsibilities at home and see that he does them 
11. Remember that children are different from each ot her and your child's 
performance should not be compared with that of a brother or sister of 
other children 
12. Take your child to the library to select books which h~ can read with ease 
~lhen the child has successfully qchieved most of the objectives of the more 
diffiQult Second Reader, he will be advanced to Level 7 which is the Third 
Reader. 
DODGE CITY PUBLIC SCHOOLS 
Miller Elementary School 
Dodge City, Kansas 
A Guide for Parents and Teachers 
-Ungraded Primary L 1 7 8 eve _ - - - - Third Reader 
Objectives 2.£. Levels 1 ~~(Third Reader Levell and Level 2) 
1. Read with ease and good comprehension 
2. Strive to master the vocabulary of the readers being used 
3. To answer a given question 
4. To note details 
5. To get a general idea of what the material is about 
6.. To obtain directions for doing something 
7. To verify a given statement 
8. To make an inference or t o draw a conclusion 
9. To discover the s equence of events 
10. To collect all the statements bearing on a given question 
11. Continue development of proper use and handling of books and materials 
12. To read with good expression and understanding 
13. Continue work with auditory discrimination, phonics, context and picture clues 
14. Continue alphabetizing making use of second and third l etters 
Expected Performance~ Outcomes 
The child should be able to: 
1. Maintain good posture 
2. Work out names of strange words independently using phonetic analysis, 
structural analysis, and cont ext cl ues 
3. Recognize familiar words and groups of words quickly and accurately in various 
settings 
4. Understanding what he attempts to read in his textbooks, and asks for help 
when he cannot cope with a given statement 
5. Work independently in developing the meaning of what he is reading 
6. Read more rapidly silently than orall y 
7. Read fluently with understanding and with no seri ous reading difficulties 
8. Adjust his speed and comprehension to the purposes for which he reads and to 
the difficulty of the reading matter 
9. Enjoy reading different types of reading matter 
10. Find other materials to read which pertain to topics being studied in his 
other school work 
How Parent Help 
1. See that your child has adequate rest and a good breakfast 
2. Answer his questions and discuss freely 
J. Help your child to learn to listen, to observe, and to remember 
4. Give your child suitable books of his own to read 
5. Encourage your child to make regular visits to the library 
6. Encourage family reading so that the child can see there is much enj oyment 
to be gained from reading and sharing stories 
7. Supervise the types of movies and television programs your child sees 
8. Continue to keep in touch with the school; visit and consult with teachers 
9. Give your child some responsibilities at home and see that they are done 
10. Give the child every opportunity to read directions, labels, recipes, signs, 
road maps, and other material about the home 
Level 7 - - - 8 - Third Reader (Continued) 
11. Encourage your child to take part in family discussions 
12. Help your child to find useful information for his studies 
13. Remember that children are different from each other and your child's 
performance should not be compared with that of any other child 
When the child has successfully achieved most of the ob j ectives of the Third Reader, 




Directions to T eachers: 
This form wm be used as the uniform individual reading r ecord for all primary , pupils in our elementary schools . Use one copy for each Child and place your number 
following the name of the reader when it is finished. I f a book used has not been list-
ed, write the name in the column entitled "Others" and in the appropriate reading level. 
Do not include library books. The first teacher checking uses code number 1 ; the second , number 2, etc., each succeeding teacher using the n ext number in sequence. Additional comments may be made on the back of thls form. Place the form in the pupn·s folder wi th other permanent records at the end of the school yea r . T eacher 's 
~J Pupil's Name 
signature, school year, and code number should be indicated In spaces at bottom of this form. 
ltEADING LEVEL Steck and Company American Book Heath Others Oo. 
' CK CK CK. CK, . 
READINJ!lSS I< Ta ke Off ············ .. . See and Do .... ....... ... 
I 
f/Vho Are You? .. .. ... .. . Ned and Nancy .. ..... ... 
' Watch Me .. ...... .. . ... ·Ride Away .... ... .. .. . .. Bigger and Bigger .... .. . 
P owny Duck Grows Up ... T ime To Play ········ ... Little Lost Dog .. .... ... PRE -PRll\lERS 
' 11-lttle Lost BoBo ..... ... ·AU in a Day ········· . .. Molly, Pete and G i!"' '!Pr .. . 
[1 j'.:;hlppy Chipmunk's On Our Way ··· ······ ... I V acation ... .. ...... ... .. ,, . 
[Where Is Cubby Bear? .. . 
U p the Street A Home for Sandy .... ... 
PRIMER S ' Daffy ......... ...... ... and Down ..... ... . ... Rain and Shine .. ...... ... 
P inkie ....... ........ .. . 
FffiST READE RS 
Something 
Level 1 1 ArCJUnd Green Hllls ... ... Different ....... .... . .. 
Level 2 
SECOND READER Lost and Found .. ..... ... 
C Down Singing River ... 
Secrets and Lev el 1 
( Over a City Bridge .. . ... Surprises ··········· . .. 




Beyond T rec1sure ValleJ .. Fun and F rolic ... .. . .. . 




FOURTII READER American Adventures 
... Luck and Pluck ..• ..•. ... 
Ne T eacher Tear No. Teacher Year 
REPORT TO PARENTS 
EXPLANATION OF MARKS 
A I In column 1 Indicates child Is doing outstanding work. 
A , In column 2 Indicat es child Is making satis fac tory p rogress according to h is ability. 
A I In column 3 Indicates ch ild Is making slow progress a ccording to his a blllty. 
A , In column 4 lndlcatet1 child Is making u ns at is factor y progre88. 
First Second Third Fourth 
Period Period Period Period 
I 2 3 4 1 2 ., ) 
SO<:lIAL DEVELOPMENT AND 
WORK HABITS 
I work neatly 
I wor k quietly w w 
I finish my work on time u u 
I listen when olliers are s peaking z z w w 
I follow directions w w 
I obey 
I work well with others z z 0 0 
I am polite u u 
I follow safety rules 
I use my spare time wisely 
--
I help take care of our scnool 
PROGRESS IN SCHOOL SUBJECTS 
* Items s tarred refer to Third Grade only 
READ ING 
Understands what he rea ds 
Reads With good expression 
Works out words Independently 
Knows Jetter names 
K nows letter sounds 
*Shows a b!llty to organize what he reads w u u 
Reading level z z 
LA NGUAGE w w 
Speaks clearly and distinctly w 
E x presses thougnts well orally z z 
T a kes effective part In discussion groups 0 0 u u 
• Exoresses thoughts well In writing 
SPELLING 
Learns words in s pelllng lesson 
*Spells correctly In wr itten wor k 
WRITING 
Is neat and Jegtb le In a ll w ri tten work 
F orms letter s correctly I I I I I 
Grade or level _________ Year _______ _ 
School _______________ _ Dodge C ity, Kan 
First Second Third Fourth 
Period Period Period Period 
1 2 3 4 1 2 3 
ARITHMETIC 
4 K nows num ber fa cts taught 
Works a ccurately 
Shows growth in reasoning a bility 
Finishes work on time 
Understands meaning of numbers 
Is working a t grade level 
Is working below gra de level 
* SOCIAL STUDIES 
Contributes useful information 
T a kes part in class discussion, planning 
and evaluating 
ls beginning to understand how people 
work together 
w w 
Likes to know about places and thJngs u u 
SCIENCE z z w w 
Shows interest In science w w 
ART 
Expresses self creatively z z 0 0 
MUSIO u u 
Can sing in tune 
Shows progress in matchln~ tones 
Has a good sense of rhythm 
Takes part In grou,p singing 
Listens w pll 
HEALTH AND l'HYS IOAL 
EDUCATI ON 
Understa!I,..., hea lth rules 
Plays well wit h others 
Has good coordination 
ATTE ND ANCE 
Ha lf days enrolled I 
H alt da ys a bsent I 
H alt days present 
Timea t ardy i 
I My teacher's recommendations for next year _ _ ______ ____________ ___, 
